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Abstract 
Research is well established to indicate that the presence of competencies reflecting 
social and emotional learning is beneficial to students (and teachers) as they seek success in 
their academic development as well as life within the community (Collaborative for 
Academic, Social, and Emotional Learning [CASEL], 2008; Durlak, Domitrovich, 
Weissberg, and Gullotta, 2015). The benefits of implementing programs schoolwide are also 
well documented (Brackett & Rivers, 2011; Zins et al., 2004). There are also well-researched 
indications that the implementation of a positive behaviour program such as Schoolwide 
Positive Behaviour Support provides students with a framework of behavioural expectations 
and support that helps to minimise negative behavioural incidences, which are distractions 
from learning (Sugai et al., 2010). It follows that the simultaneous implementation of both a 
positive behaviour program and a social and emotional learning program would maximise the 
opportunities for students to develop those skills required to be successful in academic 
learning and daily life.    
This thesis, grounded in the literature of social and emotional learning and positive 
behaviour support presents successful strategies used to teach social and emotional learning 
competencies in two environments, School A and School B. A key and common feature of 
the chosen schools is that they both implemented Schoolwide Positive Behaviour Support. 
School A also implemented the schoolwide social and emotional learning program You Can 
Do It! Education. School B mainly taught these skills to students on a perceived needs basis, 
as identified by their teachers.  
To identify the successful strategies, three case studies were conducted involving six 
teachers, three from each of Schools A and B. The teachers who participated in the study 
were nominated by either the Principal or the Deputy Principal of the relevant school and 
were representative of the upper, middle and lower primary. Case Study One included two 
Year 6 (upper primary) teachers, one from each school. Similarly, Case Study Two included 
two Year 4 (middle primary) teachers and Case Study Three included two Year 2 (lower 
primary) teachers.  
The teaching participants in this study, as well as the administration members from 
both schools, were interviewed to identify their understandings and implementation of the 
internationally accepted social and emotional learning competencies as documented by 
CASEL. Teaching participants were also observed in their classrooms. Students’ 
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development of social and emotional learning skills, as perceived by their teachers, were 
recorded through completion of a survey at both the commencement and conclusion of the 
study. Behavioural documentation relating to office discipline referrals and student 
disciplinary absences were reviewed by the researcher for each of the participating teachers’ 
classrooms. As well, a focus group of four students from each of the classes involved in this 
study were interviewed. However, because of difficulties initiating discussion from the 
younger students, only the data collected from Year 6 students were included in the study.  
Administration and teacher interviews, classroom observations, surveys completed by 
teachers to reflect their perceptions of their students’ development of social and emotional 
learning competencies and behavioural documentation were reviewed to code data. 
Interviews were coded to identify perceived understandings and importance of social and 
emotional learning competencies, as well as interviewees’ perceptions of not only how they 
helped students develop each of the competencies, but also school/classroom changes. 
Transcripts of observations of teachers were coded to identify social and emotional learning 
language used in their classrooms and to measure classroom climate through the presence of 
respect in the classrooms, students’ motivation and morale, and tone of the teacher. Other 
behaviours such as non-verbal communications were also identified. Teachers’ perceptions of 
the development of their students’ social and emotional learning competencies combined 
with records relating to behavioural infractions in their classrooms completed the coded data. 
From this the researcher ascertained emerging themes and successful strategies relating to the 
development of social and emotional learning competencies, as demonstrated by the teachers. 
To assist with this analysis, Year 6 focus group interviews were analysed to identify the 
students’ understanding and use of language reflecting feelings, their ability to identify 
emotions appropriately and to provide possible solutions to situations with which they could 
be familiar at school to demonstrate development or otherwise of the relevant competencies. 
The overall finding from the present study was that in classrooms implementing the 
behaviour framework, Schoolwide Positive Behaviour Support, students develop more social 
and emotional learning competencies when there is also implementation of a schoolwide 
social and emotional learning program such as You Can Do It! Education. This strategy, the 
formal schoolwide teaching of social and emotional learning skills, over and above the 
implementation of Schoolwide Positive Behaviour Support: 1. facilitated more development 
of students’ social and emotional learning competencies; 2. provided more opportunities for 
student learning because there were few student disruptions in classrooms where students 
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demonstrated well developed social and emotional learning skills; 3. provided teachers and 
students with a common language; and 4. facilitated a school/classroom environment more 
conducive to learning.  
This thesis makes an important contribution to the research on student development of 
social and emotional learning competencies. The implementation of a schoolwide social and 
emotional learning program which addresses all the identified competencies of self-
awareness, self-management, social awareness, relationship skills and responsible decision 
making gives students considerable opportunity to develop the required skills. However, 
additive benefits are evident when a schoolwide social and emotional learning program is 
implemented within a schoolwide behaviour framework. This study provides preliminary 
research which could be used to inform a more extensive study involving a wider range of 
classrooms and schools, in the future.  
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Chapter 1 
 
Introduction  
The origin of action is choice, and that of choice is desire and reasoning: choice cannot 
exist without reason or without a moral state; for good action and its opposite cannot 
exist without a combination of intellect and character.   Aristotle, 350BC 
Teachers express concern about their students’ lack of emotional resilience, lack of 
motivation to learn and indifference to education (Thornton, 2008). How can teachers guide 
students to develop emotional resilience as well as motivation to learn and interest in 
education? How can teachers assist students to choose behaviours and develop those skills 
required for learning, to be successful at school, at home and in the community? 
The goal of all behaviour is to achieve something which is desired, a want (Glasser, 
1998) and they (the behaviours) fall into one of two categories, voluntary and involuntary 
(Porter, 2007; Skinner, 1938). Involuntary behaviours, also known as respondent behaviours 
(Porter) include swallowing, and breathing, while all other behaviours are either voluntary or 
operant behaviours (Porter). Voluntary behaviours, such as social behaviours can be learnt 
from observation within a social environment (Bandura, 1977, 1989). However, behaviours 
are also functional, requiring either positive reinforcement or negative reinforcement 
(Gresham et al., 2001; Myers & Holland, 2000). They develop through trial and error 
commencing with using whatever methods are known and continuing if success is 
experienced. An understanding of behaviour and the varying methods of managing behaviour 
is particularly relevant to teachers in classrooms, as one of the most important goals for most 
classroom teachers is to support students to achieve the best they can. Their role is to provide 
an effective learning environment while simultaneously assisting students to develop 
appropriate and effective learning techniques. Minimising behavioural disruptions and 
simultaneously guiding students to develop the skills necessary to manage their behaviour 
effectively during behavioural disruptions, could assist in developing the desired environment 
through minimising the adverse effects that disruptions have on students’ learning. This 
would include those students who are participating in behavioural disruptions as well as those 
students who are observers to the disruptions. 
The past decades have seen a variety of behavioural theories put into practice in 
schools. Practices have included assertive discipline, applied behaviour analysis, cognitive-
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behaviourism, neo-Adlerian theory, and humanism (Porter, 2007). Assertive discipline 
(Canter & Canter, 2001) is a proactive method of behaviour management whereby teachers 
are the authoritative figures in the classroom while simultaneously building positive 
relationships with the students, but students’ rights and individual needs are overlooked. 
Consequences are identified by the teacher in advance and behavioural expectations are learnt 
by students. While assertive discipline theory encourages teachers to acknowledge 
appropriate student behaviour, students are not taught the skills for learning but rather are 
taught to either comply with their teachers or endure punitive consequences. These practices 
relied on an external rewards system, mostly praise. Also falling under the authoritarian 
banner is the practice of applied behaviour analysis (ABA) which includes functional 
behaviour assessment (FBA) and positive behaviour support (PBS). Applied behaviour 
analysis relies on consequences to unwanted behaviours which do not empower students but 
suppress the unwanted behaviours and do not address the cause.  
Cognitive behaviourism also relies on rewards and consequences but, as well, this 
method teaches students to appraise their behaviour and to self-regulate or self-manage. 
Rewards are issued freely, framed as celebrations of students’ achievements. Rewards are 
also withheld from students who do not reach the required behavioural bench-mark, the 
inference being that withholding a reward will change behaviour. However, cognitive 
behaviourism also recognises the need for social emotional competency development 
(Bernard, 2006; Rogers, 2011). Neo-Adlerian theorists, while advocating for encouragement, 
base their behaviour management techniques on the premise that students need to fulfil a 
sense of belonging and that, if this cannot be achieved with positive behaviours, students will 
resort to problem behaviours. A precept of the neo-Adlerian philosophy of behaviour is the 
recognition that the individual is the only person who controls that person’s behaviour 
(Nelsen, et al., 2000). 
Humanism recognises that students do not have any control over their feelings but they 
do have control over their thinking, which directly affects feelings; the goal, therefore, for 
behaviour management using humanism methods would be to assist students with 
challenging behaviour to change their thinking (Glasser, 1990). A humanistic approach is 
caring and as students with disruptive behaviour change they often become more motivated 
to learn. All behaviour originates from within (Glasser, 1998); behavioural choices can be 
influenced by external factors but not controlled by them (Glasser, 1990).   
Although a variety of behavioural theories have been promoted, methods such as “time 
out”, school suspensions, and school exclusions have been the main punitive consequences 
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for the management of children’s behaviour in school contexts (Tidwell, Flannery, & Lewis-
Palmer, 2003) and in more recent times, punitive methods have also included the withholding 
of rewards, for example, non-inclusion in a class excursion, non-inclusion in free time in the 
swimming pool (Canter & Canter, 2001). While outcomes from such methods often provide 
an immediate reprieve from behavioural problems, the nature of the reprieve is reactive and 
usually temporary. Researchers have identified a number of negative issues which can 
develop in schools which operate using reactive, punitive methods. These include a 
breakdown in relationships between students and teachers, decreases in academic 
achievement, and a lack of effective strategies for expressing and controlling emotions 
(Alberto & Troutman, 2001; Shores, Jack, Gunter, Ellis, DeBrieve, & Wehby, 1993; Sugai & 
Horner, 1999; Sulzer-Azaroff & Mayer, 1994; Tolan & Guerra, 1994). Punitive measures can 
suppress undesired behaviours but there is little evidence to suggest that punitive methods 
change underlying causes, thinking patterns or that change derived from punitive methods is 
generalised, that is, the change can be transferred to other environments. Punitive measures 
do not automatically teach alternate, appropriate behaviours to express feelings (Wheeler & 
Richey, 2005).  
 Schoolwide Positive Behaviour Support is being introduced in schools, both nationally 
and internationally (Curtis, Karvonen, Robertson, & Van Horne, 2010), as a way of 
establishing an organisational structure for behaviour management. Schoolwide Positive 
Behaviour Support has been described as an effective, proactive approach to establishing a 
positive school culture and climate to support students and provide opportunities for learning 
and therefore leading to academic success (Barrett, Bradshaw, & Lewis-Palmer, 2008; 
Fleming, et al., 2005; Hendley & Lock, 2007; Sugai & Horner, 2006).  
The Schoolwide Positive Behaviour Support program provides a stable organisational 
structure (Sugai & Horner, 2002). It is a framework for standardising behavioural 
expectations across the school using a three tiered approach to the management of behaviour: 
primary prevention which is the implementation of schoolwide systems for all students, staff 
and settings; secondary prevention which is the implementation of specialised group systems 
for students with at-risk behaviours; and, tertiary prevention which is the implementation of 
specialised and individualised systems for students with chronic high risk behaviours (Sugai 
& Horner, 2002).   
The expectations for behaviour standards are summarised within the terms “respect,” 
“responsible” and “safe”. Students are also expected to be learners. This is sometimes 
subsumed in a student’s “responsibility” and other times listed alone. As the name suggests, 
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the behavioural expectations are for school environments, and behavioural expectations 
within the school are taught to students. As soon as the environment changes from school, 
there are no behavioural expectations identified. Schoolwide Positive Behaviour Support does 
not explicitly teach all students the values expected to be learned and displayed by them in 
life. This could mean, therefore, that there are some students in every classroom who, 
because their behaviour is not disruptive, it goes unnoticed that they may not be achieving to 
the best of their ability, may not be participating in all classroom activities, may never 
complete their tasks, may give up before they get started. Students who disrupt the learning 
of others are the ones who are noticed. The implementation of the Schoolwide Positive 
Behaviour Support program reduces office discipline referrals but this addresses the 
disruptive students who are not learning, not the quiet, unobtrusive students who are not 
learning. The skills required for students to become learners are not explicitly addressed in 
the Schoolwide Positive Behaviour Support program. An environment is developed which 
encourages learning but the intrinsic competencies required by students to become learners 
are not addressed. 
The formal teaching and development of social and emotional learning skills impacts 
on the approach to teaching in every classroom (Bernard, 2006; Bloom, 1976). A social and 
emotional learning program can assist students develop those skills which are required to 
maximise their learning (Bernard, 2006). Therefore, all students, from the low achievers to 
the gifted students, benefit from developing social and emotional learning skills (Bernard, 
2006; Vialle, Heaven, & Ciarrochi, 2007). The You Can Do It! Education program, 
developed by Michael Bernard, is one program which has proven itself to be successful in the 
teaching of social and emotional learning skills (Bernard, 2006). You Can Do It! Education is 
a schoolwide program, the benefits of which have been documented (Wilson, Lipsey & 
Derzon, 2003), that impacts on the language students and teachers use to address their daily 
school activities, both inside and outside the classroom. As well it develops an understanding 
of how “thinking” per se influences behaviour. The program is presented in lesson format so 
that students from their preparatory year of schooling to the end of middle secondary school 
can progressively develop social and emotional learning skills, each year building on the 
development of the skills that are required to become successful and happy (Bernard, 2006). 
The goals of the program include a series of underpinning premises: that “success” does not 
mean having to be the best; of “happiness” and those things which support that feeling in 
themselves and others; of five social-emotional skill development areas (named in this 
program as confidence, persistence, organisation, getting along and resilience) which 
underpin well-being and positive relationships; of the values of good character and an 
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understanding of those states of mind, or ways of thinking, which encourage learning and 
positive well-being (Bernard, 2006). The program also identifies attitudes which inhibit 
learning. The philosophy underpinning the social and emotional learning skill development 
inculcates all curriculum including literacy and numeracy lessons, as well as the relationship 
of these competencies to daily life. The program teaches students how to develop self-
efficacy, to value commitment to the task and self-monitoring of emotions (Bernard, 2006). It 
assists students to develop those skills which will support them as they negotiate learning and 
living within the school environment as well as living and working in the community at both 
school age and beyond school age (Bernard, 2006). 
Both the Schoolwide Positive Behaviour Support and You Can Do It! Education 
programs are proactive. The Schoolwide Positive Behaviour Support program is proactive at 
explicitly addressing behaviours required at school and teaching those behaviours. The You 
Can Do It! Education program proactively focuses on the thinking which underpins or 
triggers behaviour. How we think is how we behave (Bernard, Ellis, & Terjesen, 2006; 
Glasser, 1998). From this basic understanding of behaviour, it follows that if students are 
taught to think differently about themselves, relationships, and learning they will behave 
differently (Ellis & Bernard, 2006).  
In December, 2008, the Melbourne National Declaration on Educational Goals (the 
Declaration) for Young Australians was signed by the Ministerial Council on Education, 
Employment, Training and Youth Affairs (MCEETYA). The declaration gives an 
undertaking that nationally, educators should work towards students becoming “confident 
and creative individuals”, and as such have a sense of “self-worth, self-awareness” and 
“develop personal values and attributes such as honesty, resilience, empathy and respect for 
others” (pp. 9-10). Following the signing of this Declaration, the Council of Australian 
Governments (COAG) negotiated the signing by the Commonwealth, States and Territories 
of a National Partnership Agreement on low socio-economic status school communities. 
Within this Agreement COAG identified the achievement of five outcomes, one of which is 
of significance to this study, namely, “all children are engaged in and benefiting from 
schooling” (p. 4). The main goal of the agreement is that “all Australian school students 
acquire the knowledge and skills to participate effectively in society and employment in a 
globalised economy” (National Education Agreement, 2008, p. 1).  
The importance of giving children the opportunity to develop social and emotional 
learning skills is recognised internationally. Countries such as the United States, Great 
Britain, Europe and Singapore are among those nations that are being proactive in this area. 
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As the world becomes a global community where different cultures need to cooperate, so 
Australia has become a multicultural community facing challenges of different cultures on a 
national level. To help face these challenges, as recognised by the goals set down by the 
Ministerial Council on Education, Employment, Training and Youth Affairs, a captive 
audience lies in our schools.   
One role of schools is to provide a safe environment within which learning can take 
place (National Safe Schools Framework, MCEETYA, 2003). A safe school is one in which 
students feel confident and protected from both emotional and physical aggression (Panju, 
2008). Between term 3, 2008 (the same year the Declaration was signed) and term 2, 2009, in 
Queensland alone, there were 6,158 long term school disciplinary absences (SDAs), that is, 
6,158 occasions when students were officially absent from school from 4 days to a maximum 
of 20 days (Department of Education and Training [Qld], 2010).These figures do not include 
short term school disciplinary absences of one to four days. School disciplinary absences 
occur when students do not behave in a manner which is acceptable by the school 
community. In short, during the twelve months commencing July, 2008, there were at least 
6,158 occasions when students were clearly not engaged in, and benefiting from, learning in a 
school environment. This figure does not include those students who were absent from 
learning because of office discipline referrals, that is, referrals for discipline metered 
internally where students are not absent from school but are absent from the classroom.   
The Guide to Social and Emotional Learning in Queensland Schools was published in 
2008 by Education Queensland. The guide cites research that students disengage from school 
if they do not form a positive relationship with at least one person at the school (Smyth, 2006; 
Smyth, et al., 2000). By way of their absence from school, students on either external or 
internal suspensions could be significantly inhibited in their ability to develop positive 
relationships at the school. Both school disciplinary absences and office discipline referrals 
result in schools not being able to achieve the goal of providing an environment where all 
students are engaged in and benefiting from schooling. Minimising school disciplinary 
absences and office discipline referrals could result in more opportunities to learn. Many of 
the schools with high Student Discipline Absences and office discipline referrals are low 
socio-economic status schools (Department of Education and Training [Qld], 2010; 
Department of Education, Employment and Workplace Relations, 2011).  
In Queensland, some schools recently identified as National Partnership schools (they 
had been identified under the National Partnership Agreement as schools which were 
disadvantaged) were advised to implement the Schoolwide Positive Behaviour Support 
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program. While providing a systemic framework within which the school can operate in a 
consistent manner, the number of school disciplinary absences could indicate that Schoolwide 
Positive Behaviour Support is not sufficient to enable schools to meet the aforementioned 
goals as laid down by the National Declaration on Educational Goals for Young Australians. 
The number of school disciplinary absences could further indicate that Schoolwide Positive 
Behaviour Support is not sufficient to enable schools to meet the goal defined in the 
Declaration that all students should be engaged in and benefiting from learning.  
As noted in the opening paragraph, teachers express concern about their students’ lack 
of emotional resilience, lack of motivation to learn and indifference to education (Thornton, 
2008). To provide all students with the opportunity to develop these goals, would it be an 
advantage for schools to proactively incorporate a social and emotional learning behaviour 
program, as well as Schoolwide Positive Behaviour Support, as part of schools’ endeavours in 
creating the learning environment to which they aspire?  
This study seeks to determine those strategies which have a positive effect on students’ 
development of social and emotional learning competencies in a school environment which 
implements the Schoolwide Positive Behaviour Support program by identifying the 
understandings and techniques employed by teachers to facilitate such learning. The 
investigation took place in two schools in a similar socio-economic environment within the 
same school district. Both of these schools were organised within the framework of the 
Schoolwide Positive Behaviour Support program and one of the schools was also 
implementing the formal social and emotional learning skill development program, You Can 
Do It! Education.  
Overview of the Thesis 
The following is a brief description of the subsequent chapters. Chapter 2 is an account 
of the literature underpinning this study. Research on Schoolwide Positive Behaviour 
Support, as a recent popular international framework for the behavioural organisation of a 
school, is explored. As well, the theory underpinning social and emotional learning is 
described, including cultural perspectives and programs, specifically the program noted 
above, You Can Do It! Education.   
Chapter 3, Methodology, presents the background of the researcher and, in so doing, 
provides a snapshot of the development of behaviour management experienced in local 
schools over the previous 45 years. This chapter also includes a description of the case study 
design used for this study and the ethical considerations surrounding the required permissions 
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received. The identification of the participants (Principals, Deputy Principals, six teachers 
representing Years 6, 4 and 2 and focus groups of students) from two schools is included in 
the study methods. The focal points of the interviews and observations and other data 
collection instrumentation (surveys of students’ social and emotional learning competency 
development, and disciplinary records) are described, concluding with the method used to 
analyse the data collected as above.  
The perceptions and understandings of social and emotional learning held by the 
Administration members of the schools (Principals and Deputy Principals) follows in Chapter 
4. This chapter continues, exploring the manner in which the Principals and Deputy 
Principals believe the social and emotional learning skills are developed at their schools, as 
well as the impact on the school climate of students’ development of these competencies.  
Case Study One, Chapter 5, investigates through interviews the perceptions and 
understandings of social and emotional learning competences held by the Year 6 teachers 
(upper primary) involved in the study. Through observations of their classrooms, the use of 
social and emotional learning language in their classrooms is investigated as well as the 
climate of these Year 6 teachers’ classrooms, looking at respect and cooperation, motivation 
and morale and tone of the teacher, as key factors in measuring classroom climate. The 
development of students’ social and emotional learning competencies in the two varying 
environments is identified through teachers’ completion of student surveys as well as 
frequency of behavioural incidences in the corresponding classes in each school. Through 
vignettes, students’ use of social and emotional learning language is noted and students’ 
ability to identify emotions and solve problems is explored. Case Study Two, Chapter 6, 
similarly investigates the data collected from the Year 4 (middle primary) teachers, while 
Case Study Three, Chapter 7, explores concurrently the data collected from the Year 2 
teachers (lower primary).  
Chapter 8 draws together the research from the Case Studies and in addressing the 
research questions, it identifies and discusses the overall findings of this study. As well, 
Chapter 8 acknowledges limitations of the study, implications of the findings and directions 
for future research.   
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Chapter 2 
 
Literature Review  
The research for this study was based on the existing and well-documented work of 
researchers in the field of Schoolwide Positive Behaviour Support (Sugai et al., 2010) and 
social and emotional learning (Payton et al., 2008). As noted earlier, in this study, there were 
two schools involved both of which implemented Schoolwide Positive Behaviour Support. 
One of these schools also implemented a social and emotional learning program, You Can Do 
It! Education (Bernard, 2001). The goal of the study was to identify successful practices 
within these two school environments, similar in socio-economic status and geographical 
location. Providing a background to this study, the following literature review will address 
relevant aspects of the Schoolwide Positive Behaviour Support program as well as social and 
emotional learning, including the You Can Do It! Education program.   
Behaviour in Classrooms 
In 2005, the National Framework for Values Education in Australian Schools was 
published by the Australian Federal Government identifying nine values for Australian 
schooling but did not provide a mandated curriculum for this learning. In 2008, the National 
Partnership Agreement between states, territories and the federal government established a 
cooperative relationship, an agreed goal of which was that “All children are engaged in and 
benefiting from schooling” (MCEETYA, 2008, p. 1).  
Behaviour in classrooms has been, and continues to be, globally a challenge in schools 
(Australian Education Union, 2006; Lewis, 2006; Sullivan et al., 2014). Often, schools have 
received no formal direction regarding the specifics of behavioural expectations in their 
classrooms. Since 1989, all Queensland schools have been required to implement a behaviour 
management plan which identifies that school’s acceptable standard of behaviour. However, 
the term “acceptable behaviour” has never been defined. There has never been one behaviour 
management program which underpins, or forms a basis for, all behaviour management 
plans. It has been open to interpretation by school principals (MACER, 2005).  
Almost all behaviours, including misbehaviours, have a function or specific purpose. 
Usually the function is to achieve something which is wanted at the time (Glasser, 1998; 
Porter, 2007). An example of this, as described by Bitsika (2010), is when a student who 
often shouts at the teacher when the teacher is giving instructions results in that teacher 
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giving the instructions in simpler language (Bitsika, 2010). Generally in schools, students’ 
inappropriate behaviours which do not adversely affect other students are considered minor 
misbehaviours. Minor misbehaviours can include defiance, disrespect, physical contact, 
inappropriate verbal language, tardiness, and minor safety violations. Major misbehaviours 
can include overt defiance, fighting, abusive inappropriate language, truancy and bullying. 
Major misbehaviours can result in school disciplinary absences. Behaviours which adversely 
affect the learning of others are considered disruptive or major misbehaviours. (Grossman, 
2004; Porter, 2007).  
Behaviours identified by Education Queensland as grounds for school disciplinary 
absences include: disobedience; misbehaviour; conduct that adversely affects, or is likely to 
adversely affect, other students; conduct that adversely affects, or is likely to adversely affect, 
the good order and management of the school; the student is charged with a serious offence 
or the student is charged with other than a serious offence and the principal is reasonably 
satisfied it would not be in the best interests of other students or staff for the student to attend 
the school while the charge is pending (http://education.qld.gov.au/behaviour). Sugai and 
Horner (2001, 2002) have provided evidence that the implementation of a schoolwide 
framework with explicitly identified behavioural expectations, can have a meaningful impact 
in reducing those behaviours which could lead to school disciplinary absences. Schools 
which were deemed National Partnership schools were required to implement a schoolwide 
framework for organising, the goal of which was to reduce misbehaviours and improve the 
learning environment. The program implemented to achieve this goal is called Schoolwide 
Positive Behaviour Support. In Australia, this program has been renamed to Positive 
Behaviour for Learning; in Queensland the change in name occurred early in 2016. This 
study will continue to refer to the framework using the internationally recognised term of 
Schoolwide Positive Behaviour Support.  
Schoolwide Positive Behaviour Support 
Sugai and Horner (2001, 2002) described Schoolwide Positive Behaviour Support as a 
wide range of systemic and individual strategies for achieving social and learning outcomes 
while simultaneously preventing problem behaviours. More recently, Sugai and Horner 
(2006) and Doolittle (2006) described Schoolwide Positive Behaviour Support as an 
evidence-based or data based process of behavioural procedures in a school which is capable 
of implementing and supporting the practice for success. Schoolwide Positive Behaviour 
Support is a lengthy process taking a number of years before the school culture becomes 
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completely immersed in the philosophy. School cultures neither change quickly nor become 
established quickly (Brand et al., 2008; Garibaldi et al., 2015).   
Not dissimilar to Canter’s Assertive Discipline (Canter & Canter, 1976, 2001), 
Schoolwide Positive Behaviour Support was developed in 1999 by Sugai and Horner for a 
particular school environment in Oregon (Sugai & Horner, 1999). In recent years, the 
program has been modified so that it can be adapted to any school environment. This has 
resulted in considerable improvement in students’ positive behaviour (McCurdy, Mannella, & 
Eldridge, 2003; Netzel & Eber, 2003; Scott, 2001; Warren, et al. (2006)). Results of a recent 
study demonstrated a decrease of 56.6 % in student absences after the program was 
implemented (Curtis et al., 2010). As part of the program, students are encouraged to attend 
school; the goal being 100% presence of students at school each term. Minimizing student 
absences can result in higher academic achievement (Easton & Engelhard, 1982; 
Konstantopoulos, 2006; Roby, 2004; Snell & Mekies, 1995).  However, students’ higher 
academic achievement levels do not necessarily equate to those students’ also having highly 
developed social and emotional learning competencies. Higher academic achievement does 
not necessarily ensure the presence of confidence, empathy, relationship skills, and decision 
making skills. These are behaviours that often need to be taught and will assist students to 
achieve to the best of their ability in school and beyond (CASEL, 2012).  
Schoolwide Positive Behaviour Support, which is based on applied behaviour analysis, 
relies largely on reinforcements and the philosophical belief that reinforcement is all that is 
necessary to promote motivation (Kolesnik, 1978; Skinner, 1950; Sugai & Horner, 2002). 
The need for successful interventions to be schoolwide has long been recognised (Adelman & 
Taylor, 2006; Biglan, 1995; Mayer, 1995; Mayer & Butterworth, 1979; Walker, et al., 1996). 
Schoolwide encompasses the total school community – students, staff, parents – all of whom 
need to support and understand the philosophy and emerging culture of the school, and 
corresponding changes made must be sustainable (Latham, 1988; Sugai et al., 2000; Zins & 
Ponte, 1990). Schoolwide Positive Behaviour Support is a three-tiered approach to managing 
behaviour. The three-tiered approach originated in a concept of community health which 
promoted three tiers of prevention (Larson, 1994; National Research Council & Institute of 
Medicine, 1999; Shonkoff & Phillips, 2000). 
Primary prevention, the first tier, is common within the school environment. It lays the 
groundwork for the behavioural expectations based on three school rules about being 
respectful, being responsible and being safe. The school develops a matrix to demonstrate to 
students how that rule applies in different situations within that school environment, the goal 
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being to establish an environment which is predictable and safe (Doolittle, 2006; Sugai & 
Horner, 2006). Schoolwide consequences are decided on for breaches of the rules, and 
rewards or incentives (external rewards), are agreed and teachers are encouraged to “catch” 
students demonstrating the correct behaviour for each particular situation. Consequences 
usually include the use of another three-tiered system like traffic lights where all students 
commence on the green and are moved to the yellow if inappropriate behaviours occur and 
then to the red if these behaviours continue. A student’s name on the red colour usually 
means that the student goes to “in-class time-out”. This could be a desk within the classroom 
which is separated therefore isolating the student from peers within that room. A further step 
before administration intervention is “peer-class time-out” where a student goes to the 
classroom of another teacher usually in the same grade and therefore consisting of students in 
the same year level.  
Secondary prevention (second tier) addresses students who breach the common agreed 
behaviours a pre-determined number of times, with interventions based on the skills 
considered necessary to empower the student to change offending behaviours and adopt the 
schoolwide previously agreed expected behaviours (Crone, Horner, & Hawken, 2004; 
Walker, Golly, McLane, & Kimmich, 2005). Such interventions could include courses such 
as anger management and communication skills.   
Tertiary prevention (third tier) of behaviour intervention, addresses those students who 
do not respond to either the first or second tier of intervention. The percentage of students 
who fall into this category is small and their individual needs are determined by functional 
behaviour analysis (Fairbanks, Sugai, Guardino, & Lathrop, 2007; Scott & Eber, 2003; Sugai 
& Horner, 2002, 2006).. A functional behaviour analysis identifies the circumstances 
surrounding a specific behaviour and the reinforcers of that behaviour (Umbreit, Ferro, 
Liaupsin, & Lane, 2007). One of the goals of a functional behaviour analysis is to teach 
students replacement behaviours for their unacceptable behaviour (target behaviour) (Horner, 
1994; O’Neill et al., 1997). Acceptable replacement behaviours are determined by the school 
and are specific to the environment in which the unacceptable behaviour occurred.  
Although research demonstrates the success of functional based intervention (Umbriet 
et al., 2007), the replacement behaviour could be limited to the situation other than the 
situation around which the intervention occurred; it may not become generalised, that is, 
transferrable. For example, it is possible to teach students how to wait for the bus at school, 
or how to move from the classroom to the library without disrupting others. It is also possible 
after a functional behaviour assessment, to identify why particular students do not wait for 
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the bus appropriately or move to the library appropriately and to teach those students 
replacement behaviours and/or modify the environment, if necessary. However, 
knowing/learning behaviours at school (knowing how to wait for the bus at school) does not 
guarantee that students know how to behave when the environment changes. Students need to 
know how to carry out a function in a socially acceptable manner whatever the environment, 
not just at or after school in the school environment. However, knowing/learning behaviours 
at school (e.g., knowing how to wait for the bus at school) does not guarantee that students 
know how to behave when the environment changes. One of the aims of education is to equip 
students for life’s challenges (MCEETYA, 2008). Transferring knowledge (Perkins, 1992) is 
key to being able to apply knowledge learnt at school to other environments. Transferring 
knowledge requires practise for it to become automatic and to be able to apply what has been 
learnt in one situation to varying and new situations.  
On the one hand, Schoolwide Positive Behaviour Support promotes the teaching of 
social and emotional learning skills and these skills should be taught in the same way as 
academic subjects are taught, including the formal teaching of replacement behaviours for 
unacceptable behaviours (Colvin, Sugai, & Patching, 1993; Kame’enui & Darch, 2004; Kerr 
& Nelson, 2002; Sugai, 1992). On the other hand, although schoolwide interventions have 
been shown to be most successful, the Schoolwide Positive Behaviour Support program 
advocates the formal teaching of social and emotional learning skills in the third tier only 
(Adelman & Taylor, 2006; Biglan, 1995; Mayer, 1995; Mayer & Butterworth, 1979; Walker, 
et al., 1996). However, the formal teaching of social and emotional learning skills across the 
total school cohort provides opportunities to maximise the development of social and 
emotional learning skills for ALL students for life, not restricted to the school environment 
(CASEL, 2003). 
Social and Emotional Learning  
The term social and emotional learning was first coined in 1994 at a meeting of 
educators at the Fetzer Institute (Greenberg, et al., 2003) as the term used to refer to the 
mental health needs of young people (Elias et al., 1997). From this meeting, the Collaborative 
for Academic, Social, and Emotional Learning (CASEL) was established to achieve a goal of 
social and emotional learning becoming an integral part of the school curriculum (Greenberg 
et al., 2003).  
Social and emotional learning has since been described as the developmental process 
students must go through to become skilled in addressing the challenges of life (CASEL, 
2003; Elias, Zins, Graczyk, & Weisberg, 2003; Payton et al., 2000). Zins, Bloodworth, 
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Weissberg, and Walberg (2004) describe the philosophy of social and emotional learning as 
establishing a caring and supportive environment in which students can successfully develop 
competencies through instruction which links academic learning with social and emotional 
development. Improvement in academic performance is also evident with the development of 
social and emotional learning competencies (Durlak, Dymnicki, Schellinger, Taylor, & 
Weissberg, et al., 2011).  
Emotional intelligence theory identified by Salovey and Mayer (1990) refers to many 
skills (Goleman, 1995) which are subsumed in the theory of social and emotional learning. 
Examples of such skills include empathy, emotional awareness and management, as well as 
relationship skills. At varying times over the last four decades, teachers have included in their 
curriculum lessons on topics such as Values and Character Education (Aspin & Chapman, 
2007) in an attempt to improve the behaviours and relationships between students and 
between students and teachers within the school environment. Lessons were delivered 
weekly, with no reference to how these values impacted on everyday teaching in the school, 
how the development of social and emotional learning skills could impact on academic 
learning, or how to sustain the learnings from the school community in all environments. 
Such subjects were seen to be of little consequence to the students, and students’ behaviour in 
these classes was often challenging. Teachers wanted to avoid teaching such subjects, 
especially at secondary school level where only academic subjects were really valued.  
Hence, these early attempts at instilling values in students have largely been 
unsuccessful (Australian Government, Department of Education, Science and Training, 2003) 
and teachers were “set-up” for failure. Bullying, for example, often the method used to 
oppress others, continues to be a major problem in schools both nationally and internationally 
(Jimerson, Swearer, & Espelage, 2010; Rigby, 2003). Problems identified in bullying 
instances often include cultural but could also include gender, ethnicity, physical appearance, 
and religion (www.bullyingnoway.gov.au). The development of social and emotional 
learning competencies could empower students to manage such difficult circumstances.  
Described as the “missing piece” by Civic Enterprises, Bridgeland, Bruce, and 
Hariharan (2013) in educating young people, this relatively new body of knowledge known 
as social and emotional learning provides evidence that students’ development of skills 
underpinning these competencies identifies the way they can potentially enhance their ability 
to achieve their best in education and life. The report “Missing Piece” (Civic Enterprises et 
al., 2013) prepared for CASEL, surveyed 605 teachers in the United States of America. The 
surveys identified three themes: “(1) Teachers understand, value, and endorse Social and 
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emotional learning for all students; (2) Teachers believe social and emotional learning helps 
students achieve in school and life; and (3) Teachers identify key accelerators for social and 
emotional learning” (Civic Enterprises, et al., 2013, p. 6). One of the key accelerators 
identified by the survey was the implementation schoolwide of a social and emotional 
learning program. Results from the surveys also showed that social and emotional learning 
skills boost academic performance, increase student interest in learning, improve behaviour 
and prevent and reduce bullying. 
Theoretical Perspectives 
The theoretical background to what is currently known as social and emotional learning 
can be traced from Steiner and his theoretical development of the term “emotional literacy,” a 
term first coined by Nancy Graham in the late 1960s (Steiner, 2003). Emotional literacy has 
been summarised by Steiner as “emotional intelligence with a heart” targeting “the awareness 
of emotions in ourselves and others, the capacities to love others and ourselves while 
developing honesty and the ability to take responsibility for our actions” (Steiner, 2003, p. 
xiii). The theory of emotional intelligence, developed by Salovey and Mayer in 1990 and 
made popular by Daniel Goleman in 1995 with the publication of his book, “Emotional 
Intelligence” identifies five domains of emotional intelligence: self-awareness, self-
management, self-motivation, empathy, and relationships (Goleman, 1995). In 1994, the term 
social and emotional learning was conceptualised with the goal of promoting the 
development of social and emotional competencies; the Collaborative for Academic, Social, 
and Emotional Learning (CASEL) was launched. From its inception, CASEL has worked 
towards providing evidence-based research as the precursor to the inclusion of social and 
emotional learning competencies in school curricula, from the preparatory years to and 
including secondary schooling.  
In early childhood education, evidence exists that the successful development of 
appropriate social and emotional learning skills is an indicator of school readiness, which 
includes readiness to learn (Raver, 2003; Raver & Knitze, 2002; Stafford, Moore, Foggett, 
Kemp, Hazel, 2007). It has been found that those students who in their early years of 
education demonstrate anti-social behaviour, participate less in school activities and therefore 
achieve less academically (Raver & Knitze, 2002).  
Schools in developed western cultures such as the United States (Greenberg et al., 
2003), United Kingdom and Australia (COAG, 2008) face ever increasing challenges as they 
become more multicultural and multilingual in societies and also experience an ever 
increasing economic gap. Some students are ready to learn, others are disengaged from the 
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onset of formal schooling, others become disengaged as they progress through the school, 
and others drop out of school (Blum & Libbey, 2004; Klem & Connell, 2004). The 
relationship between proactively developing social and emotional learning skills and reduced 
negative behaviours, improved academic outcomes and positive attitudes has been 
documented  (Greenberg, et al., 2003; Weissberg, Kumpfer, & Seligman, 2003; Wilson, 
Gottfredson, & Najaka, 2001; Zins, et al., 2004). A distinct relationship has also been 
identified between students who have already developed high levels of social and emotional 
learning skills and better academic outcomes (Malecki & Elliot, 2002). Furthermore, students 
in socially disadvantaged areas who participate in social and emotional learning education 
achieve higher than they did before the intervention (Becker & Luthar, 2002).   
Zins et al. (2004) documented the positive impact of self-awareness (confidence) and 
self-management on students’ willingness to keep trying and on their internal motivation. 
Their research showed that students who set goals, controlled their emotions and who were 
organised in their study, achieved better performance outcomes. Supports, expressed as a 
partnership between school and home, a safe learning environment, caring relationships 
between teachers and students, good teaching approaches (specifically identified was the 
cooperative learning approach) and well-resourced high expectations from peers and adults, 
provided the structure necessary for students to work towards achieving to the best of their 
ability. The cooperative learning approach provides opportunities for effectively learning 
academic content (Gillies, 2008). Simultaneously, students could develop social and 
emotional learning skills. This approach promotes in students the development of effective 
communication skills between student/student and student/teacher (Davidson, 1990; Johnson, 
Johnson, & Smith, 1991; Vermette, 1998). These outcomes were complemented by research 
published in 2008 by Durlak, Weissberg, Dymnicki, Taylor, and Schellinger, on the effects of 
social and emotional learning on the behaviour and academic performance of students.  
Social and emotional learning, although it should be taught explicitly, should not be 
seen as a separate subject (CASEL, 2003; Elias et al., 1997; Novick, Kress, & Elias, 2002; 
Utne, O’Brien, Weissberg, & Shriver, 2003). It should be subsumed in all lessons including 
when teaching literacy and numeracy (Jones, Jones, & Vermette, 2009). Teachers’ lesson 
plans should reflect the teaching of the necessary skills which will encourage a focus by the 
student on the task or activity (Cartledge & Milburn, 1995). Evidence exists (Becker & 
Luthar 2002; Brandt, 2003) that the successful process of learning, including ability to retain 
information and apply it to different situations, is linked to the presence of social and 
emotional learning skills and the learning environment.  
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Research by Zins, et al. (2004) showed that the perceived need to focus on test scores in 
literacy and numeracy has inhibited educators from the wider picture of students’ education 
and the relationship between academic and social and emotional learning. Zins et al. (2004) 
documented evidence which tells us that schools that are committed to improved test results 
at the expense of social and emotional learning skill development do a disservice to their 
students. Unless students are given the opportunity to develop social and emotional learning 
skills, they do not develop the skill of transferability to everyday situations, or to reasoning 
and comprehension (Knapp, Shields, & Turnbull, 1992). A survey conducted in 2009 by the 
Australian Secondary Principals Association found that they were spending more time on 
literacy and numeracy and specific National Assessment Program – Literacy and Numeracy 
(NAPLAN) testing preparation (Cobbold, 2010). The result is that the curriculum in 
Australian schools has narrowed (Vertigan, 2009) potentially taking away from students the 
opportunity to develop the broader, non-specific and transferrable skills of social and 
emotional learning. 
Research has already demonstrated the advantages of teaching social and emotional 
learning skills (Durlak, 2015). The results of the Durlak et al. (2011) meta-analysis of 213 
schools conducting Social, and Emotional Learning programs found that, compared to 
students who do not experience SEL programming, they improve significantly with respect 
to: 1. Social and emotional skills; 2. Attitudes about themselves, others, and school; 3. Social 
and classroom behaviour; 4. Conduct problems such as classroom misbehaviour and 
aggression; 5. Emotional distress such as stress and depression; and 6. Achievement test 
scores and school grades, including an 11-percentile-point gain in academic achievement. 
The study also found that these positive results did not come at a cost to core academic skills, 
but rather enhanced students’ academic achievement. Moreover, the results were maintained 
as shown in follow-up studies (Durlak et al.). More recently, Weissberg et al. (2015) reported 
the following: “Students are more successful in school and daily life when they (1) know 
themselves and can manage themselves, (2) take the perspectives of others and relate 
effectively with them and (3) make sound choices about personal and social decisions” (p.7). 
Weissberg et al. (2015) also identified other benefits some of which include “more positive 
attitude toward oneself, others and tasks including enhanced self-efficacy, confidence, 
persistence, empathy, connection and commitment to school, and sense of purpose … 
increased test scores ….” (p. 8).  
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School and Classroom Climate 
The classroom climate has long been considered an important element when addressing 
the effectiveness of learning but recent studies have shown that the relationship between the 
classroom climate and learning is also linked to feelings of belonging in the classroom and 
the school (Brand, Felner, Seitsinger, Burns, & Bolton, 2008; Garibaldi, Ruddy, Kendziora, 
& Osher, 2015; Haynes, Emmons, & Ben-Avie, 1997; Uline & Tschannen-Moran, 2008). 
Supportive classrooms are well managed classrooms where students cooperate with each 
other and with teachers. Students in such classrooms cover more work, have the ability to 
focus for longer periods, and, as a result, achieve better academic outcomes (Blum, McNeely, 
& Rinehart, 2002). Elias and Arnold (2006), Kress, Norris, Schoenholz, Elias, and Seigle 
(2004), and Weissberg et al. (2003) found that the teaching of social and emotional learning 
skills can positively influence the attitudes of students (motivation and commitment), student 
behaviours (cooperation and quantity of work completed) and their academic performance as 
demonstrated in increased assessment results.  
The term “classroom climate” (Moos, 1974) describes the atmosphere of the 
environment in which students learn academically and socially. The need to belong and feel 
safe have both been identified as important pre-requisites for learning (Moos, 1974; Panju, 
2008). When students undertake their schooling in a safe and supportive environment, they 
are provided with an environment conducive to learning (Garibaldi et al., 2015). Feeling safe 
in a classroom should refer to emotional as well as physical safety (Panju, 2008). Research on 
the educational benefits of building an inclusive school and classroom has also been reported 
by Brownlie and King (2011). A positive emotional climate has been attributed to the 
positive climate of the classroom (Hook & Vass, 2000). Students’ development of social and 
emotional learning competencies contributes to a climate conducive to learning and general 
well-being (Cohen, 2006).  
In 2011, the Ministerial Council on Education, Employment, Training and Youth 
Affairs launched the National Safe Schools Framework promoting their concept of an 
appropriate environment for learning as “All Australian Schools are safe, supportive and 
respectful teaching and learning communities that promote student wellbeing” (p. 3). The 
Framework also identifies guiding principles which acknowledge that feeling safe and having 
a sense of wellbeing is important for effective student learning (Australian National Schools 
Framework, 2015). In the meta-analysis of 213 schools of students’ social and emotional 
learning competencies, Durlak et al. (2011) found that these competencies also have a 
positive effects on school climate (CASEL, 2013). The presence of social and emotional 
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learning competencies improved academic performance, as well as motivation to learn and 
resulted in less disruptive classroom behaviour. Research also shows that when teachers teach 
social and emotional learning competencies in the classroom, they, in turn, become more 
effective as they develop their own competencies while simultaneously creating a positive 
classroom climate (CASEL, 2013). 
Cultural Awareness and Differences 
While cultural awareness makes the teaching of social and emotional learning 
competencies possible, cultural differences can also make the teaching of social and 
emotional learning skills very challenging (Hecht & Shin, 2015). An example of this is the 
use of eye contact. While it is considered by non-indigenous people to be an important 
listening skill, it can be considered a sign of disrespect amongst Indigenous people. A review 
of nominated National Partnership schools showed that many of the schools identified as 
socio-economically disadvantaged were also culturally diverse. Statistics quoted in the 
Curriculum Leadership Journal (Commonwealth of Australia, 2009) showed that 45% of 
Australians were either born, or have one parent born, in another country, bringing to our 
schools a huge diversity in religion, language and customs with over 200 countries 
represented within the Australian community and even more languages. Some schools have 
up to four of these cultures being simultaneously dominant within the school community. It is 
not unusual to have material for home translated into at least two other different languages. It 
would be naive to assume that all students are naturally culturally tolerant and non-racist. 
These are values which need to be learned in order to create environments in our schools, 
most of which are multicultural in nature, which are tolerant and non-racist and therefore 
environments in which it is safe to learn.  
The Collaborative for Academic, Social, and Emotional Learning (CASEL) (2007) 
developed five social and emotional competencies considered necessary for students to 
experience success in facing the challenges of life, namely, self-awareness, self-management, 
social awareness, relationship skills and responsible decision making. In their description of 
social and emotional learning, Education Queensland has adopted the competencies identified 
by CASEL. In recent years, Australian Education curriculum (Australian National 
Curriculum and Reporting Authority) have included two of the competencies, namely, 
relationship skills and responsible decision making into social management under the heading 
of Personal and Social Capabilities subsumed under General Capabilities.  
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Social and Emotional Learning Programs 
A large number and variety of programs designed to build social and emotional 
learning skills in students are available internationally including MindMatters, Kids Matter, 
Friends, Thinking, Feeling Behaving an Emotional Education Curriculum, Caring School 
Community and You Can Do It! Education (www.education.qld.gov.au). Many are designed 
with a specific purpose in mind, for example, the Friends series is designed to assist students 
reduce anxiety levels. Thinking Feeling Behaving an Emotional Education Curriculum is 
only for Years 1–6, similarly Caring School Community.  
The You Can Do It! Education program provides developed curriculum across primary 
and secondary schooling. Currently used broadly in Australia and New Zealand, and in recent 
years spreading to other countries including the United States of America, Canada, Spain, 
England, Romania and Vietnam, You Can Do It! Education is designed for students from 
their preparatory years of schooling to Year 10 and is described by Education Queensland as 
a curriculum. It has been written developmentally with lessons scaffolded from ages 5 to 15 
with professional training for implementers and families.  
You Can Do It! Education. 
The concept for this program was originally published in 1987 in You Can do It!: what 
every student (and parent) should know about success and happiness (Bernard & Hajzler, 
1987). Based on the theoretical perspectives of social and emotional learning, You Can Do It! 
Education includes Program Achieve (scaffolded lessons for Early Childhood, Lower, 
Middle and Upper Primary as well as Lower and Middle Secondary School), developed by 
Michael Bernard (Bernard, 2001). The goals of a social and emotional learning program are 
to equip students to make good decisions, develop good relationships and a process for 
helping students develop the knowledge, understandings and skills that support learning, 
positive behaviour, and constructive social relationships (Education Queensland, 2008). 
Social and emotional learning competency development in students provide them with the 
skills to recognise, manage, and appropriately express the social and emotional aspects of 
their lives so they can function successfully in the world and manage the challenges of life at 
school and in the community, and in the future, the work environment. The You Can Do It! 
Education program meets these criteria (Education Queensland, 2008). The You Can Do It! 
Education program recognises the importance of social and emotional learning in the 
academic achievement of students (Bernard, 2006; Zins et al., 2004) and the main purpose of 
the program is to maximise the development of these skills in all students. The goals of the 
You Can Do It! Education program are to promote all students’ “success and happiness,” 
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from those students with learning difficulties to gifted students. Students can only realise 
their full potential when their social and emotional learning skills are fully developed 
(Bernard, 2002).   
In working towards this, the program supports the three main influences on a child’s 
education, namely: the community, the school, and the child’s home (Bernard, 1997). The 
program achieves this by identifying the social and emotional capabilities that all students 
need to develop in order to be successful in school, develop a sense of well-being, and 
establish and maintain positive relationships. Positive relationships include making 
contributions to others and to the community (Bernard, 2002). The You Can Do It! Education 
program also portrays the development of social and emotional skills as one way in which 
students can overcome difficulties as a result of being socially disadvantaged within the 
community.   
Within this program, Bernard identifies the social and emotional capabilities required 
by students to be “happy and successful” as confidence (academic confidence and social 
confidence), persistence, organisation, getting along and resilience. The program names these 
capabilities as foundations or keys to success. Participation in this program, while developing 
the social and emotional learning competencies, simultaneously helps eliminate social and 
emotional difficulties, labelled blockers, which create barriers to students’ social emotional 
development. The foundations are underpinned by 12 positive habits of the mind: accepting 
myself, taking risks, being independent, making positive affirmations, giving effort, working 
tough, setting goals, planning my time, being tolerant of others, thinking first, playing by the 
rules and social responsibility (Bernard, 2002). 
A research survey administered by Bernard in 1995 (Bernard, 2006) on culturally 
diverse high achievers (defined as students who were working to capacity level) and 
culturally diverse low achievers in lower, middle and upper primary identified that the high 
achievers all had more developed positive habits of the mind. Bernard (2006) discusses 
research carried out by Brooks in 1999 which demonstrated that students who were 
underachieving or who had learning disabilities had low ratings in the development of nine of 
the positive habits of the mind. He also discusses research by Eddy (as cited in Bernard, 
2006) who identified that the habits of the mind relating to persistence, organisation and 
getting along differentiated between high and low achievers.    
Buddecke, cited in Bernard (2006), showed that students who were underachievers but 
did not cause disruption in the classroom, had higher levels of confidence, persistence, 
organization and getting along than underachievers who had behaviour problems. A study 
22 
into the relationship between reading achievement and levels of confidence, persistence, 
organisation and getting along by Bernard (2004) also demonstrated that delays in academic 
skills were linked to delays in the development of social emotional skills.  
Brooks (1999) and Campbell (as cited in Bernard 2006) as well as Bernard (1996) 
demonstrated that as students developed high levels of positive habits of the mind, there were 
also improvements in academic effort just as underachieving students who took part in the 
You Can Do It! Education program achieved better academically as demonstrated in studies 
by Brown (1999) and Pena (as cited in Bernard, 2006). Recently, some Australian schools, 
for example, Trinity Lutheran College (2006) and Morisset Public School (2010) have 
published the positive changes which have occurred at the school since the implementation of 
the You Can Do it! Education program. Their results support the findings of both Pena and 
Brown, as cited in Bernard (2006).   
Theoretical perspectives of the You Can Do It! Education program. 
Based predominantly on the theories of Bloom (1976), Bandura (1997) and Ellis 
(1984), the You Can Do It! Education program draws on the theory of school learning, the 
theory of social learning and rational emotive therapy. Bloom’s theory of school learning 
proposes that at any given time, tasks impact significantly on one of three psychological 
domains: cognitive, affective, or psychomotor. The cognitive domain deals with the ability to 
process and measure information meaningfully. The affective domain relates to the attitudes 
and feelings that result from the learning process. Lastly, the psychomotor domain involves 
manipulative or physical skills. The You Can Do It! Education program promotes the 
importance of good teaching practice to assist students to change their thinking, as well as  
the benefits of positive self-talk on behaviour (Marzano, 1992; Panju, 2008; Perkins, 1992; 
Turner & Patrick, 2008; Vygotsky, 1978).  
Bandura (1977), both a behaviourist and a cognitivist, developed social learning theory 
explaining the role of observing and modeling the behaviours of others in the development of 
behaviour (Bandura, 1977). Students’ self-efficacy (Bandura, 1986) impacts directly on their 
willingness to commit themselves to finding a solution to problems posed in the classroom. 
Teachers often learn from experience that they can assist students to maintain high efficacy 
through the use of appropriate and varied teaching practices, namely, use of humour, 
supporting students socially and emotionally, and giving positive feedback to student 
responses as well as repeating and clarifying them (Bloom, 1976; Schweinle, Turner, & 
Meyer, 2009).  
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The basic philosophy of rational-emotive therapy, developed by Albert Ellis in 1955, is 
that people need to develop the skill of thinking rationally. Ellis believed that people are, 
from birth, pre-destined to think irrationally. Ellis’s goal is for people to understand their 
thinking, identify irrational aspects if any, and change their irrational thinking to rational 
thinking. Therefore, thinking rationally is a skill which requires practice and commitment. 
Ellis developed a model for helping people identify irrational thinking and for changing the 
irrational thinking into rational thinking. The ABC model, developed by Ellis (1955, 1984) 
presents a process to identify the cause or antecedent, the beliefs held, and the ensuing 
consequence. This process demonstrates how changed thinking about the antecedent 
(changed beliefs) impacts of the following belief and therefore consequence (behaviour). 
With changed thinking, there is changed feeling and, most importantly, changed behaviour. 
The model, called philosophical or cognitive disputation (Bernard, 1986) is carried out in 
three sections: identifying irrational beliefs or thinking; determine what makes the belief or 
thinking irrational; changing to rational beliefs or thinking. Cognitive disputation can be 
taught to people from 8 years of age to assist them to question their thinking and to see if it 
meets the criteria developed by Ellis for identifying irrational thinking. While rational and 
irrational thoughts can be associated with negative and positive emotions, they are not the 
emotions per se but the thinking underpinning an emotion. It is necessary to experience an 
emotion in order to initiate behaviour. However, often irrational beliefs can be associated 
with extreme negative emotions so to be able to identify the irrational beliefs and change to 
rational beliefs provides a healthy way of managing emotions.  
The You Can Do It! Education program stresses the importance of creating a warm, 
supportive environment, an environment where students feel safe to “have a go”, to ask for 
help and to keep trying when work is difficult (Bernard, 2006). Teachers know they have 
been successful in creating such an environment when students enter a “state of flow”, that is, 
they were so completely absorbed in the activity, that all sense of time is lost (Panju, 2008). 
Students experience a great sense of satisfaction when this occurs (Csikszentmihalyi & 
Csikszentmihalyi, 1992).  
During the course of teaching, it is possible to observe the negative impact that stress 
and anxiety can have on learning (Joels, Pu, Wiegert, Oitzl,  Krugers, 2006). Positive self-talk 
can provide a mechanism for reducing anxiety in stressful situations (Cramer & Buckland, 
1995; Cramer & Kupshik, 1993; Rosin & Nelson, 1983). Teachers have observed that more 
successful students have the ability to learn sometimes in spite of negative distractions. When 
students accept responsibility for their behaviour (internal locus of control) they are more 
likely to be successful learners (Bar-Tal & Bar-Zohar, 1977). These students often 
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demonstrate high self-efficacy (confidence, self-awareness) because they can attribute any 
successes to their own abilities to make appropriate decisions (Thomas 1980; Weiner, 1979). 
It is often a “light-bulb” moment when students realise that no-one forces them to do 
anything and they realise that their own thoughts control their actions and therefore affect 
their ability to learn (Glasser, 1998; McCombs, 1991).  
As practitioners, teachers learn that when students experience success their self-efficacy 
(confidence) levels rise. Teachers also soon learn that when those successes come too easily 
to students, and students experience success though are not really engaged, the success is not 
necessarily valued. For successes to be valued by students, they need to be sufficiently 
challenging to make them meaningful, such that students will need to persist in effort to be 
successful (Bandura, 1994). Students who experience a classroom where personal successes 
(achievement goals) are valued rather than ranking (performance goals) are more likely to 
develop high self-efficacy and persistence (Schunk, 1996). The You Can Do It! Education 
program teaches persistence.  
Emotional resilience provides students with the skills to cope with their negative 
emotions (Landy, 2002). In a school environment where bullying continues to be a problem, 
those students who demonstrate high levels of emotional resilience are best able to cope. 
Within the You Can Do It! Education program, emotional resilience skills are developed.  
Teachers regularly instruct students about how to make good choices but often fail to 
equip the students to be able to carry out this instruction effectively (Grayson & Alvarez, 
2007; Myers & Holland, 2000). Students need to be made aware of human agency, that is, 
their ability to make choices and to see how their thinking directly affects the choices they 
make and therefore the subsequent consequences (Bandura, 1989).   
A frustration, experienced on a regular basis by teachers, is the difficulty they face in 
convincing students and parents of the importance of being organised and having the 
necessary and relevant equipment with them in the classroom. The You Can Do It! Education 
program teaches students the importance of being organised, working hard and working 
tough and the positive consequences of these attributes. “Working tough” is a term used in 
You Can Do It! Education meaning to be persistent when the work is hard. “Work hard so 
you will get a good job” or “work hard so you do not fail” were often the catch-cries of 
teachers without taking into consideration the disorganisation of the student, the work 
avoidance because of inability, either real or perceived, to carry out the task and often the 
presence of low self-efficacy of students (Bernard, 1991; Solomon & Rothblum, 1984).  
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Chapter Summary 
In summary, while implementation of Schoolwide Positive Behaviour Support provides 
a school with an environment where expected behaviours are clearly identified, social and 
emotional learning instruction gives students the opportunity to maximise their learning 
within that environment, and develop lifelong skills which are transferrable to varying 
situations. It will provide students with the skills to successfully manage their feelings to 
achieve goals. It is not possible for us to control others except arbitrarily through rewards and 
punishment (Powers, 1973). While there can be some successful use of an external rewards 
system, classroom experience has demonstrated the long-term ineffectiveness of external 
rewards, the successes of which are entirely dependent on the students’ willingness to 
cooperate. When students value the experience of satisfaction after having worked hard to 
complete a task, external rewards are not necessary (Spaulding, 1993). During the 
development stage when delivering a social and emotional learning program, students benefit 
from teachers taking the time to value the personal qualities being displayed by students 
rather than the work itself. Teachers traditionally value the work that students are doing 
rather than the skills the students are employing to carry out that work. Most teachers practise 
giving feedback to develop academic work. It follows on that teachers should also believe 
that to develop social and emotional learning skills, it is equally as necessary to provide 
feedback on the use of those skills by students. The self-efficacy of students improved when 
teachers verbally respond to students’ displayed efficacy (Zimmerman, 1986). One of the 
underpinning features of the You Can Do It! Education program is to help students develop 
self-efficacy. The program achieves this through the formal teaching of confidence and 
persistence and emotional resilience.  
Discussions with teachers often reveal that they recognise the importance of teaching 
social and emotional learning competencies (Buchanan, Gueldner, Tran, & Merrell, 2009). 
Although recent years have seen an increase in the number of schools participating in a 
formal social and emotional learning program, teachers remain reluctant to make a 
commitment to social and emotional learning skill development in their classroom. On a 
regular basis, teachers respond with such comments as over-crowded curriculum, too little 
time, priority is with literacy and numeracy. Social and emotional learning, however, needs to 
be taught across the whole curriculum which means total school and total curriculum, not an 
isolated personal development lesson (Bernard, 2006). Not only is adequate professional 
development necessary for teachers but also adequate support is necessary during the change 
process as teachers develop confidence in the new approach in classrooms (Jennings & 
Frank, 2015). Teachers need to be given validation for spending classroom time on social and 
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emotional learning skill development (Aspin & Chapman, 2007). Addressing students’ social 
and emotional learning skills will provide teachers with more teaching time as students take 
more responsibility for their behaviour, which includes learning, in the classroom. An 
important underlying premise of the You Can Do It! Education program is the influence an 
individual’s thinking process has on that individual’s behaviour and hence the stress in the 
program on teaching students about this process. Based on Ellis’s (1994) ABC model, 
cognitive disputation demonstrates that changed thinking causes changed feelings and 
consequently changed behaviour (Bernard, 1986).   
Workers in a non-threatening, supportive environment where they are treated with 
respect become workers who are creative, trustworthy, striving always for quality, and 
willing and open to learn (Deming, 1986). Similarly, students in a non-threatening, 
supportive environment where they are treated with respect become students who are 
creative, trustworthy, striving always for quality and who will learn to trust their teachers and 
become open and willing to learn. If schools give students the opportunity to develop the 
necessary skills to manage feelings, adopt positive thinking, in an environment which is safe 
and well-organised, it could be possible for students to make more of the opportunities with 
which they are presented.  
Research has already demonstrated the advantages of teaching social and emotional 
learning skills (Durlak, 2011, 2015; Weissberg, et al, 2015). Research has also already 
demonstrated the advantages of organising a school as a Schoolwide Positive Behaviour 
Support environment (Sugai, et al., 2010). The purpose of this study therefore is to determine 
what strategies teachers employ to effectively teach social and emotional learning 
competencies in school environments implementing Schoolwide Positive Behaviour Support. 
Is the implementation of this program enough to develop required social and emotional 
learning competencies or can the implementation of a formal social emotional learning 
program such as the You Can Do It! Education program, which addresses all the social and 
emotional learning competencies, be beneficial to students?  
Research Questions 
The overarching question being investigated in this thesis is: in a Schoolwide Positive 
Behaviour Support environment, what strategies are being successfully employed by teachers 
to encourage students' development of Social and Emotional Learning skills?  
This thesis also addressed the following sub-questions: 
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a. What are the perceptions and understandings of social and emotional learning 
competencies of the Administration team (Principals and Deputy Principals) 
and how were these successfully applied at the schools? 
b. What are the perceptions and understandings of social and emotional learning 
competencies of the Years 6, 4 and 2 teachers who participated in this study 
and how were these successfully applied in their classrooms? 
c. What is the perceived impact of the various strategies at the two school 
environments on school/classroom climate? 
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Chapter 3 
 
Methodology 
This chapter details the methodology used in the present study to identify successful 
strategies for the development of social and emotional learning competencies in six 
classrooms where the Schoolwide Positive Behaviour Support program (Sugai et al., 2010) 
was implemented either alone or in conjunction with a social and emotional learning 
program, namely, the You Can Do It! Education program (Bernard, 1995, 2006). In 
particular, this chapter outlines my position as researcher, the research design of the study, 
the ethical considerations of the study, as well as providing a description of the methods of 
the study including a description of the participants, the instruments and procedures used to 
collect data, and the analyses conducted of the collected data.   
Positioning the Researcher 
I am a teacher with more than four decades of experience in either a secondary or 
primary classroom and with over 20 years as a Head of Department in a Queensland 
secondary school. This extensive experience has given me the opportunity to not only be a 
classroom teacher but also to be engaged with the administration of the school. My teaching 
career, the majority of which was in secondary schools, began in the late 1960s when 
teachers were autocratic and all students were expected to be obedient. To honour bonding 
financial obligations to the Queensland government for remuneration during teacher training, 
it was the accepted norm at that time that a new teacher, including myself, “went west” or 
“went country” for the period of their bond. An advantage of these placements to new 
teachers was the provision of a period of time where new teachers could practice delivering 
the curriculum in an environment where there were small classes and few, if any, discipline 
problems.   
But, no matter whether the classroom was out west or in the city, this was a period 
when students were expected to be quiet and the level of silence in the room was a measure 
of the successful teacher. Strict teachers were considered good teachers. When teachers were 
strict, behavioural problems were few, and it was misguidedly believed that effective learning 
was occurring. Corporal punishment was the answer to many misdemeanours. During this 
era, strict teachers did not consider the support of a behaviour program. Perhaps for those 
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students who considered misbehaving, the threat of corporal punishment provided an 
effective, if inappropriate, deterrent.   
It was also the period of external examinations. The first public examinations faced by 
young students were the Year 8 Scholarship examinations in English, Mathematics and 
Social Studies when students were approximately 13 years of age. Results from these 
examinations determined the courses undertaken in secondary school. Rote learning was the 
norm. But the question “Are my students learning to the best of their ability?” was a question 
rarely entertained by me, as a teacher, in those days. It was also the period when the White 
Australia Policy was slowly becoming obsolete, from 1949 to 1973, and with the advent of 
the slogan “populate or perish” after the Second World War, Australia was becoming more 
multicultural. Greater multiculturalism in the classroom necessitated that teachers became 
more aware of cultural differences and addressed these appropriately in their teaching. The 
influence of social factors such as low socio-economic environments also affected students’ 
learning. In 1989, corporal punishment was abolished and management of student behaviour 
changed. Students who were not engaged in learning and were no longer deterred by the use 
of the “cane” now became more noticed. These students could no longer be overlooked. 
Teaching and learning became recognised as a complex process.   
My first experience with a behaviour program or philosophy occurred in the late 1970s 
when I undertook professional development in Assertive Discipline, developed by Lee and 
Marlene Canter (1976). Teachers were encouraged to speak strictly to those students who did 
not meet the required classroom expectations and to praise those students who were behaving 
as the teacher required. The implementation of assertive discipline meant encompassing the 
concept of the authoritarian classroom where each teacher determined the student behavioural 
expectations and consequences for his or her classroom, based on a reward and punishment 
system and a good relationship with the teacher which resulted in students cooperating 
(Porter, 2007). This concept empowered me as a teacher, as I considered that there was 
nothing inhibiting me from organising my classroom according to my philosophy. However, 
the teachers’ expectations for the students could be, and most likely were, different in every 
room. Were students learning to the best of their ability now? This was a question I still 
rarely asked, but for the most part, there was order in my classroom. 
Meanwhile, although it took some years to implement, the publication of a report by 
William Radford in 1970, Public Examinations for Queensland Secondary School Students 
(Radford Scheme) initiated a shift in assessment of students from the public examination 
system to a system where teachers had some responsibility not just for delivering the 
30 
curriculum but also for assessing the students’ summative performances. However, the 
Radford Scheme relied on the “normal distribution of the bell curve”, an expression which 
reflected the concept that it did not matter how well students achieved, there was a maximum 
percentage of high achievers allowable in any one cohort of students. This did not reflect well 
with me and I began to ask questions about students’ learning and recognition of their 
achievement. The question of students’ learning continued to be a focus as in 1978 
amendments to the assessment scheme, the Review of School Based Assessment (ROSBA), 
required more commitment to a school-based system. It was generally recognised that not 
only was it necessary to have rigorous curriculum taught well but that it was also necessary 
for a good relationship to develop between students and teachers; teachers needed to balance 
rule enforcement with developing cooperative relationships with their students.   
During 1986, I was immersed in a more humanist approach to teaching based on the 
work of Dr William Glasser and Dr Madeline Hunter, namely Excellence in Teaching. It was 
from understandings developed during this immersion that I began to move away from the 
authoritarian approach and consider individual students’ needs. It was also as a result of the 
influence of Glasser (1998) that I began to question the merits of a reward and punishment 
system. Glasser’s philosophy was that a reward and punishment system did not put control of 
the behaviour into the hands of the teacher but informed the student of consequences of 
choices they may make. It was the student who was in control of the behaviour and the 
choices made by students were the choices that met those students’ needs at the time 
(Glasser, 1998). The influence of Glasser highlighted the importance of recognising and 
nurturing the emotional needs of students while Hunter’s influence demonstrated the value of 
well-prepared lesson plans that freed me to concentrate on the emotional needs of the 
students while still teaching the lesson content. Based on the Excellence in Teaching program 
of Glasser and Hunter, my lessons were prepared using the now well-practised process of 
observation, guided practice, and independent practice (Marzano & Brown, 2011). 
Independent practice not only empowered the student but also provided the teacher with 
opportunities to attend to the individual needs of students and to facilitate cooperative 
learning and peer tutoring. Students needed to be able to work together as both these learning 
strategies required peer interaction. By assisting students to develop the necessary skills to be 
successful using independent practice and with peer interaction as learning tools, I was, on 
reflection, assisting students to develop social and emotional learning skills (Bernard, 2006; 
CASEL, 2003; Goleman, 1995). I was, however, at the time, unaware of the impact and 
importance of these skills on successful schooling experiences.  
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Over the years I developed a philosophy based on what worked best for learning in my 
classroom. It was important that opportunities to learn were created and that a calm, 
courteous classroom climate needed to be maintained. I established my classroom rules and 
explained to students what these rules looked like in practice. I learned quickly that the fewer 
the rules, the more effective it was to implement them and my classrooms were not based on 
punishment but on encouragement. I learned to look for positive behaviours to which I could 
respond, to identify students’ qualities, and to be fair and respectful.  
The last 15 years of my teaching career, however, saw many important changes in my 
classroom. I was introduced to choice theory (Glasser, 1998) which, to me, explained many 
behaviours in myself and in my students. In choice theory, Glasser writes that everyone has a 
picture of those things which are subjectively important and which give personal pleasure and 
value to life. He calls this picture, the “Quality World.” I understood the importance of 
Glasser’s Quality World, recognising that if learning was not something which was valued, it 
would not occur no matter how hard the teacher tried to facilitate it. If the teacher, however, 
could establish a positive relationship with students and therefore enter their Quality World, 
some learning would occur but it was dependent on the relationship (Glasser, 1998) not 
necessarily because learning was valued.  
I completed training to Certification in Glasser’s reality therapy and lead management, 
the method of implementing choice theory (Glasser). Having experienced success with this 
philosophy, I was keen to see these methods implemented in classrooms. I learned that 
relationships (student-student and student-teacher) directly affected the outcome of situations. 
I was influenced by Glasser’s “Connecting Habits” (listening, supporting, encouraging, 
negotiating, respecting, accepting, trusting) and actively engaged in removing from my 
teaching and relationships with others, what Glasser describes as “deadly habits” (blaming, 
criticising, complaining, rewarding to control, threatening, punishing, nagging). This, 
combined with my understanding of good teaching practices which included well prepared 
lessons, led to a harmonious learning environment demonstrated by students’ attendance in 
the classroom (no truancy) and, for the most part, to the best of my knowledge at the time, 
their commitment to doing the best they could at the time. The link between these behaviours 
and academic achievement was not, at this stage, clear to me. As I became more experienced 
with the implementation of choice theory, I realised that while developing positive 
relationships with students in the classroom created an environment conducive to learning, it 
also provided an atmosphere conducive to developing the social and emotional learning 
competencies that equip students to be able to independently manage learning and life’s 
challenges.  
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While knowledge and application of choice theory empowers both the teacher and the 
student, it is not easy to implement the theory in schools as there is no pre-developed 
curriculum to specifically teach choice theory to students. Participation in choice theory 
courses was expensive and most schools sent individual teachers to the training making it 
difficult for school-wide immersion in the philosophy. Rather, it relied on teachers adopting 
the philosophy of this particular approach, an approach which was successful, but limited to 
participating teachers’ classrooms. Those few schools which adopted choice theory as a 
school-wide philosophy recorded great success, including one local secondary school in the 
outer bayside suburbs of Brisbane, Queensland, one in the northern suburbs of Adelaide, 
South Australia and one in New South Wales. A trainer in choice theory, Judy Hatswell, has 
quoted Vicki Brewer, the current principal of Castle Hill High School, New South Wales as 
saying that “she has never encountered a school staff that is so focused on quality student 
outcomes.” The behaviour management program at St Leo’s Catholic College, Wahroonga 
demonstrates choice theory as follows:  
Student management practices are based on William Glasser’s choice theory 
Psychology approach which believes all behaviour is purposeful and is aimed at 
satisfying one or more of the five basic needs: Survival; Power; Freedom; Fun; and 
Love and Belonging. Students are encouraged to take responsibility for their decisions 
and when ineffective choices are made, they are led through a process of self-
evaluation to arrive at more effective choices. This is the William Glasser’s Reality 
Therapy process. As the focus is on the behaviour and not the individual, the dignity 
and worth of the student is maintained (St Leo’s Catholic College, Wahroonga, 
N.S.W., 2012). 
In more recent years I changed from teaching a specialist curriculum to working with 
students who were on student disciplinary absences, that is, suspensions from school. I 
worked specifically with students on lengthy disciplinary absences of 4 to 20 days. It was 
during this time that I was introduced to Schoolwide Positive Behaviour Support (Sugai & 
Horner, 2001, 2002) and shortly afterwards to You Can Do It! Education (Bernard, 1997). I 
subsequently completed training as a coach (Level 1) in Schoolwide Positive Behaviour 
Support and as a trainer in You Can Do It! Education. With some similarities in ideology 
with choice theory, I became engaged with the You Can Do It! Education program as a 
means to facilitate development of social and emotional learning competencies in students.   
During my time as a teacher, I witnessed the lack of motivation in some students with 
whom I worked and I felt the frustration of trying to help students become engaged in their 
learning. This experience impacted greatly on my own motivations to understand the 
importance of classroom relationships and the implications of teaching students the social and 
emotional learning skills they need to be successful in facing the challenges at school. Being 
33 
acutely aware of my intrinsic interest in the case, I, as researcher ensured that my personal 
interest and investment in the outcome of the study did not influence the collection of the 
data, the interpretation of the data or the results as reported in the discussion. At all times, I 
remained an observer in the classroom, I neither engaged in the activities occurring in the 
classrooms nor attempted to influence the teachers’ attitudes or teaching in any way. For the 
remainder of this thesis, I refer to myself as the researcher.  
Research Design of the Study 
Research using the case study design is often chosen by educators, as this design 
provides opportunities to study contemporary issues and make decisions about the possible 
future application of the findings (Qi, 2009). The present study utilises a collective case study 
design (Stake, 1995) with a mixed methods approach. This multi-case study is post-positivist 
as it seeks to give meaning to what is currently occurring in three classrooms (Year 6, 4 and 
2) in each of two school environments, which form the three case studies in the present study 
(Noor, 2008; Yin, 1984). The study can also be labelled as an empirical inquiry because it 
explores a real-life contemporary issue, namely, the identification of successful strategies for 
the development of social and emotional learning competencies in children (Noor, 2008; Yin, 
1984) in a Schoolwide Positive Behaviour framework.  
This study can be described as both exploratory and descriptive (Merriam, 1998; Yin, 
1984). An exploratory case study provides information which can be tested in future research 
studies on a broader scale (Cohen , Manion & Morrison et al., 2000) while a descriptive case 
study provides an examination of the cases. Case studies can also be called descriptive when 
the results of the study are enriched with relevant data collected using a variety of techniques 
(Gay, Mills & Airasian et al., 2009). Case studies are clearly “bound” (Merriam, 1998) or 
“particularistic” (Gay et al., 2009), that is, they have a clearly defined beginning and end. 
This study is bound or particularistic as it is restricted to the identification and description of 
the development of social and emotional learning competencies at three different levels, Year 
6, Year 4 and Year 2 in two different, yet similar, school environments, both of which 
implement the Schoolwide Positive Behaviour Support program.   
This study is also heuristic as much of the data gathered to provide an understanding of 
what is being studied is based on participants’ experiences (Gay et al., 2009). Furthermore, 
the case study design is applied as there is the possibility that knowledge gained from this 
study will be used to inform educators and influence their teaching practice and training 
(Bogdan & Biklen, 1982). The unique nature of each case study as well as the subjective 
nature of the completion by teachers of student surveys could be disadvantages of this 
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methodology. However, at all stages of the study, the researcher has aimed to be consistent 
and rigorous in the manner in which the data were collected, analysed and documented (Yin, 
1984).  
The level of analysis undertaken is a key feature of the case study methodology 
(Freebody, 2003). The three case studies which form this thesis embed a variety of analyses, 
including language used by the teacher participants in the study, teaching approaches, 
understandings by teachers and the school administration staff (principal and deputy 
principal) about the development of students’ social and emotional learning competencies, 
behavioural responses by students in the relevant classrooms, and degrees of understanding 
by the participants of the skills being imparted. Analysis was based on Yin (1984) who 
identified four principles for dissection of data:  
a) demonstrate that all data were considered;  
b) analyse findings using data collected from all sources;  
c) identify major findings; and  
d) use prior knowledge and experience to interpret the findings.  
Examining, categorizing, tabulating and recombining the evidence to address the 
research question have been identified by Yin (1984) as an appropriate analysis process. 
Choosing a case study design provided the researcher with the opportunity to use experience 
in teaching and extensive prior knowledge to interpret the data collected from a variety of 
sources in order to answer the research question (Patton, 2002), enabling the researcher to 
identify outcomes from the viewpoint of the researcher (Tellis, 1997). 
A case study design allows the researcher to collect and analyse data relating to the 
study using a mix of both qualitative and quantitative data (Brewer & Hunter, 1989). As this 
study required the researcher to collect and analyse qualitative data as well as quantitative 
data, the mixed methods approach was chosen (Gay et al., 2009). Qualitative data collected 
provided information about the data settings as opposed to the quantitative data gathered 
which provided information about the development of students’ social and emotional learning 
competencies. Three principles of data collection for case studies were identified by Yin 
(1984): use a variety of sources of data; create a data base suitable for the case study; and 
maintain a record of the evidence gathered. Yin (1984) noted six possible sources of data for 
a case study, namely, documentation, archival records, interviews, direct observations, 
participant observation, and physical artefacts. In this study, data were collected from two 
similar schools in the form of documentation, archival records, interviews, and direct 
observations.  
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At each of the two schools, the data collected (from interviews, observations, surveys 
and behavioural records) were collated and reviewed in tandem, providing triangulation to 
deliver both the validity of the study and to facilitate more accurate analysis of the data (Gay 
et al., 2009). Quality of research is provided when data have been collected in various ways 
and from different sources to assist analysis of the research question(s) in the study (Gay et 
al., 2009; Guba, 1981). 
This study, using the inductive approach (Creswell, 2014), commenced with specific 
goals of investigation and data collection methods. As case study research methods allow the 
researcher to observe and interpret meanings in context, it only became possible to identify 
final research strategies after the data collection period (Patton, 2000). In this study, 
involving six classrooms in two different schools, it was unclear what the data would reveal 
and what themes would emerge until the analysis of the data. Maykut and Morehouse (1994) 
contend that studies conducted in this manner accommodate the prior understandings and 
philosophies of both the researcher and the participants and are as a result more likely to 
accurately report the study, in this case, the teaching and delivering of social and emotional 
learning skills in a particular environment, namely Schoolwide Positive Behaviour Support. 
The contentions of Maykut and Morehouse are applicable to this study as mostly naturalistic 
(interviews, observations and behavioural data) inquiry methods have been used and the 
researcher has reported on the analysis of the data collected during the study with integrity 
(Patton, 2000). The goal of the researcher at all times was to accurately describe and interpret 
the study as it was occurring in the two schools. The interpretation and reporting of the data 
collected during the study could be considered one of the most challenging (Rowley, 2002) as 
the researcher was required to take the data and interpret it in a meaningful way to add to the 
existing body of knowledge.  
Ethical Considerations 
Consent and Privacy 
This study has been cleared in accordance with the ethical review guidelines and 
processes of The University of Queensland and permission to collect data at the two 
government schools was given by Education Queensland. Meetings with each of the 
principals at these schools occurred, during which the study was outlined and specific 
requirements of the study from the schools were discussed, including an outline of the data 
collection instruments and proposed procedures for their collection. Participating classes 
were selected by the principals from each school and all members of these classrooms were 
eligible for inclusion in the study; this included students who were also simultaneously 
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actively involved in alternative education in other learning environments (e.g., special 
education programs). Information letters and consent forms were distributed to all student 
participants and their families requesting permission to audio-record teacher observations in 
their classrooms and student focus group sessions. Information letters and consent forms 
were also distributed to the members of the administration (principals and deputy principals 
at each school) to request permission to interview and audio record the interviews as well as 
to classroom teachers involved in this study to interview, observe, and audio-record these 
data collection sessions (Appendix A Information Letters and Consent Forms). The 
information letters and consent forms identified clearly that there was no foreseeable risk to 
participation and that participating was voluntary and withdrawal from the study could occur 
at any time. Signed consent forms were received from 100% of administration and teaching 
staff participants and the students and families of members of the student focus groups. From 
the participating classes, 73% of students and families from School A, and 65% of students 
and families from School B acknowledged the study and that observation and audio recording 
of these classroom teachers would be occurring. No participant withdrew from inclusion in 
the study.   
Privacy was ensured by filing the data in secured places and allocating a unique code to 
participating students as needed. Pseudonyms were given to students when their names were 
included in quotes from teachers. Adult participants in the study, namely the members of the 
administration staff and classroom teachers were also allocated pseudonyms.  
The need to be honest and open with participants was acknowledged by the researcher 
(Gay et al., 2009), and as the researcher was also the interviewer, observer, and also a 
teacher, it was appropriate that the professional background of the researcher was shared with 
administration staff and teacher participants in the study. This was carried out during initial 
meetings. To facilitate direct observations, it was also necessary and appropriate for the 
researcher to maintain a very low profile during the classroom observation. At no time did the 
researcher take an active role in the delivery of the lesson/session being observed. The 
researcher did not communicate with students and interactions with the teacher were 
restricted to the commencement and conclusion of each session. Each teacher explained to 
the students the purpose of the researcher’s presence in the classroom, emphasizing that the 
researcher was in the room to observe the teacher’s practices.   
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Study Methods 
Participants and Settings 
A purposive sampling process was implemented by the researcher when choosing the 
two schools which participated in this study. It was a pre-determined requirement of the study 
that both schools implemented Schoolwide Positive Behaviour Support and that one of the 
schools implemented a social and emotional learning program. The level being taught by staff 
involved in the study was also pre-determined to enrich the research with sampling 
representative of three levels of schooling, namely upper (year 6), middle (year 4) and lower 
(year 2) primary years. Aware of the limitations of this method, such as inaccuracy of criteria 
used to make selections (Gay et al., 2009), the researcher used random purposive sampling 
methods to choose the teachers who actually participated. The researcher did not provide the 
Principals with any specific requirements for the selection other than the levels of schooling.   
Schools. 
The two schools involved in this study, identified as Schools A and B, are both co-
educational, primary public schools. The majority of students at the two schools had a 
language background with either English or English as an additional language or dialect. The 
two schools are within close proximity of each other in the same educational district in the 
western suburbs of Brisbane, and have both been identified as having low socio-economic 
status and were, at the time of the study, National Partnership schools (2008).  
The national government at the time of this study developed an educational internet site 
named My School (www.myschool.edu.au). Developed specifically for My School, the Index 
of Community Socio-Educational Advantage (ICSEA) is a scale that enables school 
comparisons. Data used in calculating a school value on the ICSEA scale include 
employment and education level of parents/carers, and/or socio-economic characteristics of 
the areas where students live, location of the school, percentage of students who are classified 
as having a language background other than English (LBOTE), as well as the proportion of 
Indigenous enrolments at the school. 
ICSEA (2011) outcomes for School A revealed that 86% of students were in the lowest 
quartile of the Australian population, 5% and 9% in the middle quartiles and 1% in the 
highest quartile. The 2011 ICSEA outcomes for School B showed that 51% of students were 
in the lowest quartile of the Australian population, 21% and 21% in the middle quartiles and 
7% in the highest quartile. In recent years (2014) there was a decrease in the percentage of 
students who are in the lowest quartile in School A while the percentages for School B have 
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remained reasonably stable. Both schools have been identified as having low socio-economic 
status (low SES) as assessed by this Index. 
At the time of the study, School A had an enrolment of 465 students. There was wide 
cultural diversity with four prominent cultural influences (27.6% Vietnamese; 24.4% Pacific 
Islander; 19.7% Aboriginal and Torres Strait Islander; and 15.7% Caucasian). The remainder 
of the students were also from a very diverse cultural heritage with 9.3% African (Sudanese, 
Eritrean, Rwandese, Somalian) students and with 2.7% from other cultural groups 
(Moroccan, Burundian, Afghani, Croatian, Fijian, Chinese, Filipino, Indian, Serbian, Spanish 
and Cameroon). Buddhism was the most common religion with Christianity following in 
popularity. All curricula at School A was delivered in English with some support from a 
teacher aide who specialised in translating English to Vietnamese for new enrolees from 
Vietnam. At the time of the study, 68% of students enrolled at the school identified English 
as an additional language or dialect.  
School B had an enrolment of 430 students, at the time of the study. Similarly to School 
A, all curricula was delivered in English and 60% of students enrolled at the school identified 
English as an additional language or dialect. The student population at School B was also 
diverse with four prominent cultural influences (31% Vietnamese; 23% Pacific Islander; 13% 
Aboriginal and Torres Strait Islander; and 26% Caucasian). The remainder of the students 
also provided a very diverse cultural heritage with 5% African (Sudanese, Eritrean, 
Rwandese, Somalian) students and 2% from other cultural groups (Moroccan, Afghani, 
Croatian, Chinese, Filipino, Indian, Serbian, Spanish, and Cameroon). Once again, like 
School A, Buddhism was the most common religion with Christianity following.  
Administration Staff Participating in the Study. 
The all-female administration staff at each school involved in the study included the 
principal and deputy principal. School A administration staff had a total of 15 years’ 
experience in substantive administration roles, the principal for 13 years and the deputy 
principal for 2 years. At the time of the study, the principal had been at School A for 4 years 
and the deputy principal had been at School A for 2 years. The administration staff at School 
B had a total of eight years’ experience in substantive administration roles, the principal for 
4.5 years and the deputy principal for 3.5 years, all of which had been at School B.  
Teachers Participating in the Study. 
The teachers, chosen by the school principals, were representative of the upper, middle 
and lower primary school years, which were the pre-determined levels to identify possible 
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development of social and emotional learning competencies as students mature. Furthermore, 
the year levels chosen aligned with the delivery of the You Can Do It! Education curriculum 
of the social and emotional learning program undertaken by School A.   
The six classroom teachers each had between 2 and 8 years’ experience (see Table 3.1). 
Each teacher had a minimum qualification of an educational teaching degree, and fully 
participated in school professional development. All of the teachers chosen to be part of this 
study demonstrated, as reported by the administration staff of the relevant school, 
commitment in their classrooms to the programs adopted by their respective schools.   
Table 3.1. 
Teachers’ experience, general and at specific year level 
School Year Level 
No  of years’ 
experience 
No of years’ teaching  
current year level 
A 6 5 4 
 4 3 1 
 2 2 1 
B 6 8 2 
 4 2 1 
 2 5 3 
Students Participating in the Study. 
Students participating in this study were from the classrooms of the six participating 
teachers and were representative of Upper, Middle and Lower Primary, namely one Year 6, 
one Year 4 and one Year 2 in each of the two schools involving approximately 320 students 
(see Table 3.2 below). From School A, there were 29 Year 6 students, 23 Year 4 students and 
17 Year 2 students. From School B, there were 22 Year 6 students, 24 Year 4 students and 23 
Year 2 students. These students had been together as class groups for only two weeks when 
data collection commenced in Semester 1. 
Table 3.2. 
Demographic information of students participating in the study 
School 
Year 
Level 
Students
Male 
Students
Female 
Numbers of 
Vietnamese 
Numbers of 
Pacific 
Islander 
Numbers 
of ATSI* 
Numbers of 
Caucasian 
Numbers of 
Other 
A 6 15 14 9 9 2 6 3 
A 4 14 9 7 3 3 9 1 
A 2 10 7 0 5 8 1 3 
B 6 12 10 8 2 3 4 5 
B 4 15 9 9 2 3 7 3 
B 2 9 14 5 3 6 4 5 
*Aboriginal & Torres Strait Islander (ATSI) 
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Instrumentation 
This section outlines the data collected and the processes employed in this study.  It 
includes details relating to: (1) the interviews of administration staff, teachers and student 
focus group interviews; (2) the observations of participating classroom teachers and field 
notes made during the observation sessions; (3) surveys of teachers’ perceived development 
of students’ social and emotional learning competencies in their classrooms; and (4) student 
behavioural records based on student disciplinary information provided by the administrative 
support office of each school and, where required, the teachers.   
Interviews. 
The interviewing technique for data collection has been described as either structured, 
semi-structured or open-ended. In this study, semi-structured interviews were employed, 
providing the researcher with information about interviewees’ backgrounds, feelings as well 
as specific responses to pre-determined questions (Agar, 1996; Corbetta, 2003; Freebody, 
2003; Gay et al., 2009) and the opportunity to conduct each interview as necessary to ensure 
that the interviewee was open to the discussion (Kajornboon, 2004). A further feature of 
conducting a semi-structured interview is that the format allowed the researcher, in this study 
also the interviewer, to access more information through in-depth discussions around the 
interviewees’ responses (David & Sutton, 2004). The less formal nature of the interviews also 
allowed the researcher to assess the enthusiasm of the interviewees to gain an understanding 
of their motivation and confidence (Patton, 2002). As well, the interactional nature of 
interviewing provided data by interviewees who bring to the interviews their individual 
backgrounds and knowledge (Baker, 2004). Also, by conducting semi-structured interviews, 
there were opportunities to explore relevant issues as they were raised by the interviewee but 
not previously identified in the questions (Corbetta, 2003).  
With permission from the interviewees, all interviews were audio-recorded providing 
an accurate record of the interaction. These were fully transcribed and would be made 
available if requested to all interviewees for their perusal and confirmation of the accuracy of 
the transcriptions (Freebody, 2003; Sacks, 1984). The same recordings can be checked by 
others, for reliability, if required (Sacks, 1984).   
Interviews with Administration Staff and Participating Classroom Teachers. 
At each school, the researcher interviewed two members of the administration staff —
the principal and deputy principal (see Figure 3.1 and Appendix B Interview Questions 
Administration) and the three teachers (see Figure 3.2 and Appendix C, Interview Questions 
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Teachers). Each interview was conducted over approximately 40 minutes. The purpose of 
these interviews was to determine the interviewees’ perceptions of the following: their 
understandings of and the importance of social and emotional learning competencies; how 
they assisted students’ development of the social and emotional learning competencies; and 
their identification of school/classroom climate changes attributed to the development of 
social and emotional learning competencies.  
Figure 3.1: Overview of the model used to conduct interviews with Administration.  
Figure 3.2. Overview of the model used to conduct interviews with classroom teachers.  
Student Focus Group Interviews. 
To address the overall research questions as well as research sub-question c, interviews 
with two focus groups of students were conducted at each of the year levels involved in the 
study, that is, one focus group of students from each of the Year 6, Year 4 and Year 2 classes 
participating in this study. Interviews with student focus groups provide a study with rich 
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data in the form of not only collective understandings but also individual responses (Gay et 
al., 2009). Members of the focus groups of students were chosen by the classroom teachers 
from those students who, in their opinion had the necessary communication skills, using 
random purpose sampling (Gay et al., 2009). Each group consisted of four students, which is 
regarded as being the optimum number of students to be effective in group work (Gillies, 
2008). These focus group interviews were audio recorded and transcribed. The researcher 
ensured that all student participants had an opportunity to respond, by inviting, if necessary, 
each individual member of the group to respond to each question.  
Collecting data through focus group interviews can be achieved by using either a 
structured or semi-structured interview technique with the use of vignettes. Vignettes are 
short stories or scenarios describing a situation about which participants are requested to 
comment (Barter & Renold, 1999; Barter & Renold, 2000; Finch, 1987; Hughes, 1998). The 
designing of vignettes appropriate to students’ comprehension can be challenging and 
administration of vignettes can be time consuming. However, the data gathered from these 
groups can provide a useful addition to data gained from other qualitative techniques. They 
can be used to assess students’ attitudes and social and emotional learning skill development 
(Finch, 1987; Barter & Renold, 2000). Vignettes can also be used to make comparisons of 
students’ responses to the same situation (Barter & Renold, 1999). 
Three sets of vignettes were designed by the researcher and approved by the relevant 
Education Authority for use in the schools. One set of vignettes was administered for each of 
the lower primary, middle primary and upper primary focus groups (see Appendix D 
Vignettes Upper Primary, Appendix E Vignettes Middle Primary, and Appendix F Vignettes 
Lower Primary). Each set contained five vignettes reflecting the social and emotional 
learning competencies identified by CASEL. Each vignette was content specific (Veal, 2002) 
and reflected a scenario (e.g., friends being upset, negative influence by peers) with which 
students could be confronted within the school environment. Students were given a written 
copy of the vignettes which they used while the researcher read the vignette. Each focus 
group was interviewed was for approximately 30 minutes in total.  
With respect to each vignette, responses to interview questions related to what students 
believe ought to be done or have done in the past. While it is recognised that this is not a 
reflection of what will be done in the future, the differences in responses (Finch, 1987) 
governed by the students’ varying social emotional skill development provided valuable 
information. Firstly, as shown in Figure 3.3 below, of specific interest to the researcher was 
the students’ use of language reflecting an understanding of the vocabulary of emotions; the 
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researcher focussed on those words which identified feelings (e.g., sad, happy, and lonely). 
The use of this language could indicate that these students were possibly demonstrating social 
awareness (i.e., empathy). Secondly, of specific interest to the researcher was an accurate 
identification of the emotion being expressed in the vignette providing information about 
students’ development of self-awareness because to be able to accurately identify an emotion 
in others, they must be able to recognise it in themselves. Empathy has been described by 
Panju (2008) as understanding others, recognising their emotions and experiencing a sense of 
a connection regardless of agreement with the feelings involved.  
 
Figure 3.3: Overview of the model for Interviews with Focus Groups of Students. 
Thirdly, when students demonstrate empathy, they develop the ability to work in a 
cooperative manner with others to achieve a joint outcome (Panju, 2008). The students’ 
approach to solving the problems portrayed in the vignettes provided further invaluable data, 
such as their understanding of relationship skills, problem solving skills, making decisions 
after considering all relevant factors, examining consequences of situations, and evaluation 
and reflection of circumstances indicating social and emotional learning competency 
(CASEL, 2003).   
Classroom Observations and Field Notes. 
Observations provide rich data about the participants in the classrooms without 
manipulating the classroom environment in any way (Gay et al., 2009). Each of the six 
teachers was observed on five occasions for nine hours each (three two-hour morning 
sessions and two 1.5 hour middle sessions), a total of 54 hours. The observation sessions 
were distributed as evenly as possible over the data collection period and were also matched 
for each year level as evenly as possible (see Figure 3.4 below). The researcher did not 
become involved in classroom activities and remained as unobtrusive as possible during the 
observation process. Field notes also provide rich data through a very detailed description of 
what is occurring in the observed environment and include reflective notes as well as 
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descriptive notes (Creswell, 1998; Gay et al., 2009). Reflective notes provided the researcher 
with the opportunity to note any unusual or unexpected events or ideas for future 
consideration.  
 
Figure 3.4. Overview of the observation data collections sessions 
Of particular interest in the observations in this study were the interactions of teachers 
with students and the dynamics in the classroom. Observation protocols were implemented 
and included recording date, time, place, group, and length of observation (see Appendix G 
Observation Protocols). Observation sessions of the teacher in the classroom were audio 
recorded to provide an accurate account of the teachers’ interactions with students in their 
classrooms, for example, language directly reflecting social and emotional learning 
competencies, the classroom climate and other techniques employed to direct and support 
students (see Figure 3.5). Manual field notes provided an account of specific observations 
which could not be audio recorded (Turell & Moyer, 2008). Specific types of manual field 
notes recorded included:  students’ cooperation, their morale and motivation, understanding 
of behavioural expectations especially during transitions, as well as non-verbal 
communication. 
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Figure 3.5. Overview of the model to analyse data during observations. 
Language reflecting social and emotional learning competencies. 
Language used by teachers of interest to this study were those comments which 
specifically related to the development of social and emotional learning skills. These 
comments did not necessarily reflect the high standard of student work but rather skills 
required to attempt and complete tasks, whether in groups or individually: for example, the 
effort that students put into their work; their willingness to keep trying to understand, to 
conclude a task; the confidence with which they approached activities; their acceptance of 
student differences (e.g., culture, colour, language and disabilities); their ability to overcome 
negative peer pressure and distractions; and their ability to work well with their peers. For the 
purpose of this study, to provide common ground when identifying the different types of 
comments teachers made to their students, the social and emotional learning competencies 
identified in You Can Do It! Education, namely, confidence, persistence, organisation, getting 
along and resilience (Table 3.3) were matched with the social and emotional learning 
competencies identified by CASEL. The matching (Table 3.4) was reviewed by Professor 
Bernard, author of You Can Do It! Education. 
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Table 3.3. 
You Can Do It! Education Social Emotional Learning Descriptors 
FOUNDATION DESCRIPTOR 
CONFIDENCE I Can Do It! 
Accepting Myself 
Taking Risks 
Being Independent 
PERSISTENCE I Can Do It! 
Giving Effort! 
Working Tough 
ORGANISATION Setting Goals 
Planning My Time 
GETTING ALONG Being Tolerant of Others 
Thinking First 
Playing By The Rules 
Social Responsibility 
EMOTIONAL 
RESILIENCE 
How To Stay Calm 
Control Behaviour   
Bounce Back 
 
Table 3.4. 
Comparison of CASEL Social Emotional Learning Competencies with You Can Do It! 
Education Social Emotional Learning Competencies 
CASEL SEL CASEL SEL DESCRIPTOR You Can Do It! Education SEL 
Self-Awareness 
Can identify and recognise emotions Confidence, Resilience 
Can recognise personal interests Confidence 
Can recognise personal strengths Confidence 
Can maintain a well-grounded sense of self-
confidence 
Confidence, Getting Along, 
Resilience 
Self-
Management 
Can regulate emotions to handle stress, control 
impulses 
Resilience 
Can motivate oneself to persevere in overcoming 
obstacles 
Persistence 
Can set and monitor progress re achievement of goals Organisation 
Can express emotions appropriately Resilience, Getting Along 
Social 
Awareness 
Can empathise with others Getting Along 
Can recognise and appreciate individual similarities 
and differences 
Getting Along 
Can recognise and appreciate group similarities and 
differences 
Getting Along 
Relationship 
Skills 
Can cooperate Getting Along 
Can resist inappropriate social pressure Getting Along 
Can prevent, manage and resolve interpersonal 
conflict 
Getting Along 
Can seek help when needed Getting Along, Resilience 
Responsible 
Decision 
Making 
 
Can make decisions after 
considering all relevant factors  
Getting Along 
Can make decisions after considering consequences, 
evaluating and reflection.  
Getting Along 
Classroom climate. 
Better academic and social outcomes are experienced by students who learn in a 
positive classroom climate (Bernard, 2006; Rigby, 2003). A classroom where students feel 
supported and respected is the description of a positive classroom climate (Rigby, 2003). In 
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this study, when addressing classroom climate, the researcher focussed on: a) the presence of 
respect and cooperation in the classroom; b) students’ morale; and c) tone of teacher.  
Respect and cooperation. 
The use of appropriate manners in the classroom and the teachers’ acknowledgement of 
students’ willingness to listen to the teacher and to peers, taking turns using the relevant 
procedures, working well in a group, following the rules, identify respect and cooperation. 
Similarly, the degree of respect and cooperation in the room can be shown through students’ 
adherence to classroom procedures such as movement around the room, transitioning 
between activities, and level of noise in the classroom.  
Motivation and morale. 
The presence of motivation in the classrooms has been identified as the student’s ability 
to set goals and make appropriate choices (Panju, 2008). The willingness of students to 
participate and work on a task, highlighted by the need, or otherwise, of the teacher to 
persistently remind students to complete teacher set tasks and students’ engagement with 
tasks, enabled the researcher to identify the presence of enthusiasm in the classrooms. For the 
purpose of this study, enthusiasm was measured as the morale of students. Johnsrud (1996) 
identifies morale as a willingness to do your best regardless of the environment, that is, an 
accepted measure for morale is preparedness to put in effort and demonstrate a consuming 
interest in the tasks presented. 
Tone of teacher. 
Evidence of building an inclusive classroom learning environment, that is, a classroom 
where all students feel accepted (a classroom where all students belong) through the tone of 
the teacher was also observed by the researcher (Brownlie & King, 2011; Dallalfar, 
Kingston-Mann, & Siber, 2011). Aspects of the tone of the teacher observed included the 
modulation of the voice and the teacher’s manner, that is, did the researcher observe a 
manner which was, for example, authoritative, friendly, informal, or professional? The 
demeanour of the teacher as it impacted on the teacher-student relationships in the classroom 
was also observed in this study.  
Other techniques employed to direct and support students. 
Non-verbal communications. 
Observations by the researcher which were recorded in the field notes included the non-
verbal signals used by teachers when communicating with their students, for example, bodily 
contact, proximity, positioning, orientation, posture, head-nods, facial expression, gestures 
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and eye contact (Hinde, 1972). While appearance has also been identified as a non-verbal 
signal, this aspect was not observed.  
Use of reprimands. 
Observing and listening to the language that teachers used also provided the 
opportunity to note teachers’ reprimands of students, including redirection instructions, 
repetition of the reprimand to the same student and frequency of repetition before 
consequences were implemented. While it could be necessary to implement consequences to 
behavioural choices while assisting students to develop social and emotional learning 
competencies, reprimands should be rarely required when social and emotional learning 
competencies are developed. Implementation of schoolwide positive behaviour support 
provided a mechanism to implement consequences (not punitive measures) when behavioural 
choices needed correction. As well, the development of social and emotional learning 
competencies heightened students’ ability to self-discipline (Bear, Whitcomb, Elias, & Blank, 
(2015). 
Student Surveys. 
Surveys of Social and Emotional Learning Competency Development of Students. 
Surveys have been identified as being either sample or census where sample surveys 
attempt to reach a representative group from the total cohort, and census surveys reach the 
total cohort (Gay et al., 2009; Gomm, 2008). The surveys implemented in this study were 
census surveys as they were completed on all students who participated in the study. Survey 
studies can be designed as either a cross-sectional survey study or a longitudinal survey 
study. In a cross-sectional survey study, surveys are administered once only while in a 
longitudinal survey study, they are administered a minimum of twice over a period of time 
(Gay et al., 2009; Gomm, 2008). This study had the characteristics of a longitudinal survey 
study as data were collected at the commencement of the data collection period and a follow-
up survey was conducted at the conclusion of the data collection period.  
 The small number of classes involved in the study at both schools facilitated ease of 
administration of the survey (Gay et al., 2009; Hathaway, 1995). The survey, designed by the 
researcher, addressed the descriptors of social and emotional learning skills as adopted by 
Education Queensland (Guide to Social and Emotional Learning in Queensland Schools, 
2005). It was completed (see Appendix H Social and Emotional Learning Survey of Students) 
by the six teachers involved in the study at both the beginning and end of the data collection 
period to measure each of their students’ development of social and emotional learning 
competencies. To achieve this, teachers were asked to rate, on a progressive scale from 5 to 1 
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(5 mostly, 4 often, 3 sometimes, 2 occasionally, 1 rarely/never), their judgement of each of 
their student’s skill development in the competencies of: 
1.  self-awareness; 
2.  self-management; 
3.  social awareness; 
4.  relationship skills; and  
5. responsible decision making.   
These surveys were written with detailed criteria to assist the teacher to understand 
clearly a breakdown of the competency being investigated. The survey contained five items 
with a total of 17 criteria (see Appendix H Social and Emotional Learning Survey of 
Students). It was trialled by a Year 6 teacher at one of the two schools, who was not involved 
in the study, to remove the possibility of any ambiguity regarding the criteria, and therefore 
to ensure clarity. The teacher who participated in the trial completed a survey for each of the 
students in the class. The trial indicated that teachers would require between 60 and 90 
minutes (on two occasions) to complete the surveys relating to their students.   
Student Behavioural Records. 
All government schools in Queensland are required legislatively to have a Responsible 
Behaviour Plan for Students. This plan provides teachers, students and staff and the 
community with an outline of the school’s behavioural philosophy, expectations and 
consequences as a result of infractions. The purpose of these plans is to be proactive and 
consistent to minimise behavioural interruptions to learning so that schools can participate in 
their core business of teaching and student learning as effectively as possible. Records are 
kept of both minor and major behaviour infractions.  
As Schoolwide Positive Behaviour Support is data driven, schools participating in this 
behaviour framework are required to keep detailed data regarding behaviour infractions. 
Recorded behavioural incidences enabled staff to identify repetitious and/or serious 
infractions which needed to be addressed schoolwide. Office discipline referrals, which are 
completed to provide the record of these misdemeanours, inform the data to enable an 
understanding of the types and frequency of behaviours which result in students being either 
absent from the classroom and therefore not engaged in learning or in the classroom and not 
engaged in learning. As such, office discipline referrals provide a record of disruptive 
behaviours which occur frequently in the general classrooms and other specialist classrooms 
such as music room, art room, library and kitchen, as well as the playground. Behaviour 
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misdemeanours related to movement between the various environments are also documented 
on these forms. 
Schoolwide Positive Behaviour Support addresses behavioural incidences in two 
categories, minor and major. Both minor and major behaviours are organised into three 
groups, namely, being safe, being responsible and being respectful. Information identified on 
the office discipline referrals include the student and teacher involved, the time of the 
incident and whether it was considered to be a minor or major misdemeanour. Where no 
formal mechanism was in place to keep these records, as was the case for minor 
misdemeanours at School B, a form was designed to facilitate access to this information (See 
Appendix I Sample Form Classroom Minor Misdemeanours). Minor problem behaviours are 
those that do not cause serious harm to others, do not seriously violate the rights of others, 
and are not part of a pattern of recurring, inappropriate behaviours. Minor problem 
behaviours are generally managed by the classroom teachers and do not require involvement 
of specialist behaviour support staff or members of the administration. An incidence of 
bullying  considered minor referred to students engaged in non-serious but inappropriate 
physical contact such as pushing, jostling with others while lining up.  
On the other hand, serious, inappropriate contact such as physical gestures which 
threaten or intimidate, pictures or written notes which are disrespectful, would constitute a 
major incident of bullying. Major behavioural infractions are those which could cause serious 
harm to others, put other students or themselves at risk of injury, or be at risk of escalating 
because of the frequency of the behaviour. All major behavioural infractions must be referred 
to the administration and some major behavioural problems resulted in school disciplinary 
absences ranging from 1 to 20 days. The administration at each school provided information 
relating to Student Disciplinary Absences for students involved in this study.   
Table 3.5 provides a comprehensive sample list of those behaviours which were 
identified by the Schools as minor and major misbehaviours. The contents of Table 3.5 were 
provided by School A.  
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Table 3.5 
Examples of minor and major behaviour incidents at School A 
Expectation Area Minor Major 
Being Safe 
Movement around the 
school 
 Running on concrete or 
around buildings 
 Running in stairwells 
 Not walking bike in school 
grounds 
 
Play 
 Incorrect use of equipment 
 Not playing school approved 
games 
 Playing in toilet+ 
 Throwing objects 
 Possession of weapons 
Physical Contact  Minor physical contact (e.g., 
pushing and shoving) 
 Serious physical aggression 
 Fighting 
Correct Attire 
 Not wearing a hat in 
playground 
 Not wearing shoes outside 
 
Other 
  Possession or selling of 
drugs 
 Weapons including knives 
and any other items which 
could be considered a 
weapon 
 Inappropriate use of 
personal technology 
devices or social 
networking sites 
Being 
Responsible 
Class tasks 
 Not completing set tasks that 
are at an appropriate level 
 Refusing to work 
 
Being in the right 
place 
 
 Not being punctual (e.g., 
after breaks) 
 Not in the right place at the 
right time 
 Leaving class without 
permission (out of sight) 
 Leaving school without 
permission 
Follow Instructions 
 Low intensity failure to 
respond to adult request 
 Non compliance 
 Unco-operative behaviour 
 
Accept outcomes for 
behaviour 
 Minor dishonesty  Major dishonesty that 
impacts on others 
Rubbish  Littering  
Mobile Phone or 
personal technology 
devices 
 Mobile phone switched on in 
any part of the school at any 
time without authorisation 
(written permission from an 
authorised staff member) 
 Use of a mobile phone in 
any part of the school for 
voicemail, email, text 
messaging or filming 
purposes without 
authorisation 
 Inappropriate use of 
personal technology 
devices or social 
networking sits 
Being 
Respectful 
Language 
 Inappropriate language 
 Calling Out 
 Poor attitude 
 Disrespectful tone 
 Offensive language 
 Aggressive language 
 Verbal abuse/directed 
profanity 
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Property 
 Petty theft 
 Lack of care for the 
environment 
 Stealing/major theft 
 Wilful property damage 
 Vandalism 
Other 
 Not playing fairly 
 Minor disruption to class 
 Minor defiance 
 Minor bullying 
 Blatant disrespect 
 Major disruption to class 
 Major defiance 
 Major bullying 
 Inappropriate use of 
personal technology 
devices or social 
networking sits 
Procedures  
Identifying Classrooms for Data Collection and Permissions. 
Due to timetabling constraints, it was agreed with the Principals of each school that the 
data collection period would be one semester, that is, five months. Each of the principals at 
the two identified schools nominated teachers who would possibly be interested in being 
involved in the study. An initial meeting was facilitated with these teachers where it was 
stressed that involvement was voluntary. Once again data collection procedures were 
described so that the level of interaction and possible disturbance in the classroom would be 
minimal. To achieve this, it was agreed that the researcher would attend the classroom prior 
to the observation and would facilitate the observation from a pre-determined place in the 
classroom. Information and consent letters were given to the teachers and sent home to the 
families of students in their classrooms. At these initial meetings, it was agreed that the 
observations in classrooms would be audio-recorded and field notes made. Teachers and 
administration staff also agreed to a recorded interview, each of which would be conducted 
and structured in a similar way. Teachers would also select four students from each of the 
classrooms for the student focus groups, the only criteria being that they chose students who 
were most likely to communicate with the researcher. The students would meet with the 
researcher to participate in the focus group interviews and give responses to the five 
vignettes. The focus group of students representing the Year 6 students would be interviewed 
first but some weeks into the data collection period by which time the researcher would have 
a known (although not participating) presence in the classroom. The focus groups of students 
representing the Year 4 students would follow with the Year 2 focus group of students 
occurring as close as possible to the conclusion of the data collection period to allow for 
confidence in meeting with the researcher, if this was considered necessary. It was also 
agreed at these initial meetings that surveys of all students would be completed by their 
teachers and that a record of behavioural infractions would be provided to the researcher by 
the participating classroom teachers and the administration at both Schools A and B. 
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Interviews. 
Interviews with administration and participating classroom teachers. 
Interviews, which were conducted with the administration staff and the three classroom 
teachers at each school were, with permission, recorded. Field notes were made to document 
any important aspect of the interview which could not be captured by audio recording. Such 
field notes included the tone and morale of the teachers and non-verbal expressions when 
describing anecdotes of their classroom teaching. Administration and teacher interviews were 
conducted at a time nominated by each of them. They addressed the series of questions 
presented to them by the researcher and any relevant or unusual points of interest raised by 
them were discussed in more detail. Each interview took approximately 40 minutes. All 
interviews occurred after observations in the classrooms had commenced. This provided the 
researcher with data that could be used to prompt responses from the administration staff and 
teachers if necessary.  
Interviews with focus groups of students. 
In order to minimise distractions and enable the researcher to facilitate the interview, 
focus group interviews were also recorded and were conducted outside the classroom 
environment but in a familiar place to students, for example, in either the library or a small 
room attached to the classroom. With each scenario, the students were given a paper copy 
which they could follow while the researcher read each vignette aloud. Students were 
encouraged to comment and reach a consensus about the actions identified with each story, 
the researcher being prepared to request individual responses if necessary in lieu of 
discussion.  
Observations. 
A schedule for the observations was organised (see Appendix J Schedule for 
Observations). A typical teaching day in a Queensland government state school is divided 
into three sessions: session 1 (morning session); session 2 (middle session); and session 3 
(afternoon session). Observations were organised to occur in either Session 1 or Session 2 in 
each classroom, aiming to avoid, where possible, curricular and extra-curricular activities 
facilitated outside the classroom. While audio-recording the teacher (the main focus of the 
observations), field notes were made. These field notes included non-verbal communications, 
and aspects of the classroom climate that could not be captured by the audio recording.  
Of specific interest, were the comments made by teachers relating to the social and 
emotional learning skills. Comments were noted according to their established categories, 
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that is, building confidence, getting along, organisation, persistence and resilience (see Table 
3.3). These groupings have been matched (see Table 3.4) against the CASEL identified and 
internationally accepted social and emotional learning competencies.   
The observational data were collected over a period of five months during the first 
school semester of the academic year. Where possible, observations at the two schools were 
facilitated so that the sessions corresponded (see Figure 3.4); that is, a session 2 (middle of 
the day) observation in lower primary of School A was followed the next week by a session 2 
observation in lower primary in School B. Teacher absences occasionally resulted in having 
to arrange for observations to be conducted during the relevant session on a day as close as 
possible to the scheduled one.   
Surveys of Students’ Social and Emotional Learning Competency Development. 
Surveys to identify teacher’s perceived development of social and emotional learning 
skills in their students were distributed to teachers for completion at the beginning of the data 
collection period. This provided a benchmark against which further development could be 
measured. Similar surveys were completed at the end of the data collection period, by the 
same teachers about the same students.   
To minimise the impact on teachers’ time, surveys about each student were printed 
making it as straightforward as possible for the teacher to complete. Teachers were requested 
to complete these surveys during the first two weeks of the study and during the last two 
weeks of the study by giving a rating of 1 to 5 on 17 criteria (1 being the lowest score and 5 
being the highest) as a measure of each of their student’s development in social and 
emotional learning competencies (see Appendix H). 
Student Behavioural Records. 
Records of infractions by students participating in the study were made available to the 
researcher by the classroom teacher and the school administration. “One School” is common 
digitised data software used by Queensland schools to manage the schools’ curriculum, assets 
and student records. School A recorded both minor and major infractions on One School. 
School B recorded minor infractions on a form designed by the researcher, as at the time of 
this study, only major infractions were being recorded on One School by this school. These 
records provided information relating to type of infraction, frequency, time of occurrence and 
location.  
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Validity of Data 
As a measure to signify the trustworthiness of the research, co-observers were 
organised on two occasions at each of the schools to ensure descriptive validity of the data 
being collected. On each of these occasions, the co-observer was a pre-service teacher. Prior 
to the observations, the purpose of their participation was explained and the co-observers 
were invited to make field notes, the format of which was explained. Approximately six 
hours of co-observation were organised, making more than 10% of the total observation time 
of 54 hours across each classroom. The co-observations occurred in both Schools A and B, 
one in each of Year 6 and 4 at both schools. The co-observers implemented identical 
observation protocols as the researcher (see Appendix G Observation Protocols). As a further 
measure towards validation of data, the transcripts of two of the ten participants’ interviews 
were checked for reliability, with transcripts checked and coded against the information 
provided by the researcher. After the name of the school and participant’s name was removed 
from the transcripts, they were given to an independent teacher trained in social and 
emotional learning to identify social and emotional language being used. There was 
approximately 95% agreement determined by assessing the reliability checker’s responses as 
a percentage of the researcher’s responses. 
Analyses 
The identification of emerging themes is a common means of analysing qualitative data 
(Holloway & Todres, 2003). Braun and Clarke (2006) describe thematic analysis as a 
“method for identifying, analysing and reporting patterns (themes) within data.” The 
qualitative data collected in this study were analysed to identify themes (Braun & Clarke, 
2006) which are of relevance, that is, identify themes which could indicate the teaching of 
social and emotional learning skills in the classroom. The importance of consistency in 
approaching the thematic analysis was acknowledged and observed by the researcher when 
coding the data collected from this study (Braun & Clarke, 2006). Text must be studied to 
categorize and identify or reference text (e.g., words, sentences, paragraphs and quotations) 
with codes and labels as a way to indicate patterns and meanings (Gay et al., 2009) as well as 
frequency of use. Strauss (1987) writes “the excellence of the research rests in large part on 
the excellence of coding” (p. 27). Strauss and Corben (1998) describe coding as a theoretical 
or conceptual representation of the data. Coding has the effect of organising data collected 
into groupings which facilitate analysis. Information gathered from the interviews was also 
coded and recorded on a matrix which was then organised, as commonalities were identified 
and prioritised.   
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The six steps to thematic analysis followed by the researcher are described by Braun 
and Clarke (2006) as follows: 
1. familiarisation with the data; 
2. allocating codes; 
3. identifying emerging themes; 
4. evaluating and revisiting the themes; 
5. defining the themes; and 
6. producing the analysis.  
Interviews. 
Interviews with administration staff and participating classroom teachers.  
The interviews were fully transcribed, read and reread providing rich data regarding 
understandings of the meaning of social and emotional learning, perceived importance of 
these skills and the role these skills play in effective learning. Text was marked to identify 
relevant language and was organised accordingly, identifying these understandings and 
application of understandings in either the school or in the classroom. The identified text was 
then organised into a matrix to identify emerging and/or common themes. In the case of the 
interviews with administration staff (principal and deputy principal), the text was also 
organised into a matrix to reflect a school perspective. The interviews also provided rich data 
regarding the perceptions of the teachers and administration in the ways in which these skills 
are, or should, be developed in students. This provided the opportunity to cross check to 
identify how these philosophies were reflected in the selected classrooms. Information was 
also made available through the interviews to cross check understandings amongst the 
participants to identify common threads or understandings and differences, thereby providing 
the opportunity to identify variations in techniques being employed in the classrooms. 
Interviews with student focus groups. 
Interviews with student focus groups were listened to and transcribed as required. Once 
again, these transcriptions were read and marked to reveal relevant language reflecting the 
pre-determined codes of empathy and problem solving. The data were then organised in a 
matrix to identify emerging themes for future analysis and discussion. Members of the focus 
groups of students presented mostly their individual answers to the situations in the vignettes. 
Reaching a consensus based on their shared experience of the programs operating in their 
schools did not occur through discussion but rather with one or two students speaking up and 
others agreeing. Although individual responses proved useful from the Year 6 Student Focus 
Groups, where students’ ability to respond and interact was more developed, neither the Year 
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4 nor Year 2 Student Focus Groups participated in a discussion, appearing to have little 
concept of the meaning of the word “discussion”. Responses from Year 4 and Year 2 students 
did not yield meaningful data and were not included in further analyses or interpretation 
because of the high degree to which the researcher had to prompt for responses and the high 
degree to which students appeared to copy each other’s responses. Nevertheless, a valuable 
contribution to the data collected, Year 6 student responses provided the opportunity to 
analyse different situations based on the programs being implemented in their classrooms, 
and these responses are reported in Chapter 5.  
Observations. 
All observation sessions were fully transcribed, read and reread providing the 
researcher with familiarisation of the data and facilitating the marking of text applying the 
pre-identified initial coding (confidence, persistence, organisation, getting along, resilience) 
identifying language reflecting social and emotional learning skill development. Identified 
interactions were then re-read and re-coded (see Table 3.4) to reflect social and emotional 
learning competencies (self-awareness, social awareness, self-management, relationship 
skills, responsible decision making skills) which were then organised in matrices enabling 
common and unique styles/themes to be identified for further examination and discussion, as 
well as contrasting techniques.  
Field notes made during the observation sessions were also read and reread and text 
marked to identify classroom climate, the tone of the teacher and relevant non-verbal 
communications. Where possible, these identifications could be checked against the 
recordings of the observations. When identifying text in the field notes indicative of 
classroom climate, the researcher marked and coded according to pre-determined indicators 
which supported: a) respect and cooperation; b) motivation; and c) enthusiasm in the 
classroom (see Appendix G). The pre-determined indicators of demeanour, modulation of 
voice, teacher’s manner and inclusivity were identified.   
Non-verbal communications were also recorded in field notes. These were also pre-
determined and included body contact, proximity, orientation, posture, head-nods, facial 
expression, gestures and eye contact (Hinde, 1972). 
Surveys of Students’ Social and Emotional Learning Competency Development. 
Students in each class were allocated a code and the results of the surveys completed by 
the classroom teachers at the beginning and end of the data collection period were entered 
into a spreadsheet. Only students who were enrolled in the classes at both the commencement 
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and conclusion of the data collection period were included in the analysis. To measure the 
development of students’ social and emotional learning competencies in the six classrooms, 
from the commencement of the data collection period to the conclusion of the data period, a 
paired-samples t test was conducted. The t tests were conducted on the survey data collected 
at Time 1 (commencement of the data collection period) and Time 2 (conclusion of the data 
collection period) using the Statistical Package for the Social Sciences (SPSS 21). To 
complement this, the effect size was also calculated using Cohen’s measures of d (Cohen’s 
effect size) equals the paired mean divided by the paired standard deviation. Identification of 
statistical outliers was facilitated on the data using a multiplication factor of 2.2. This is a 
conservative approach to identifying outliers, minimising the risk of inadvertently deleting 
cases which are at the tail end of a normal distribution, which has been noted as a risk when 
using the multiplication factor of 1.5 (Hoaglin & Iglewicz, 1987).   
Student Behavioural Records. 
Office discipline referrals. 
Minor and major office discipline referrals were analysed to identify type and 
frequency of student participation in behavioural misdemeanours from the classrooms 
participating in the study. Misdemeanours were grouped according to the pre-determined 
code (see Appendix I Sample Form Classroom Minor Misdemeanours) and a matrix for each 
classroom was developed recording the student, the misdemeanour, frequency and location. 
This matrix provided data for further analysis and discussion and could be matched against 
other data collected from the classrooms.  
Student Disciplinary Absences. 
Data relating to major office discipline referrals, which resulted in school disciplinary 
absences, and which related to students in the six classrooms involved in the study, were also 
identified for further analysis and discussion. The absences were matched with relevant 
students and the codes were applied showing the infraction and the length of the absence. 
This information was prepared in a matrix for further analysis and discussion.  
Chapter Summary 
The data collected in this study comprised interviews with principals, deputy principals, 
classroom teachers and focus groups of students as well as observations of teachers’ 
classrooms, students’ surveys, and office records. These data were analysed to identify 
teachers’ understandings and development of their students’ social and emotional learning 
competencies. This enabled the researcher to address the research questions identifying 
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successful social and emotional learning competencies and skill development in two different 
environments. One environment was a school where Schoolwide Positive Behaviour Support 
was practised and the other environment was a school where both Schoolwide Positive 
Behaviour Support was being practised as well as a social and emotional learning program, 
namely You Can Do It! Education. Data were divided into four main groupings, namely: 
administration staff, Year 6, Year 4 and Year 2 classrooms. Results from analysis of this data 
are identified in the chapter Interviews Administration, followed by chapters: Case Study 
One, Two Year Six Classroom Teachers; Case Study Two, Two Year 4 Classroom Teachers; 
Case Study Three, Two Year Two Classroom Teachers. The following four chapters discuss 
these results.  
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Chapter 4 
 
Interviews with Principals and Deputy Principals, 
Schools A and B 
The purpose of the Department of Education, Training and Employment as stated in 
their Strategic Plan, for 2012-2016 is “to provide interested persons with the knowledge, 
skills and confidence to maximise their potential and contribute productively to the economy” 
(p. 1). The duties of the school administration to fulfil this purpose are extremely complex 
and wide reaching. Within the school administration, the role of the principal is very different 
from the role of the deputy principal. The principal is responsible for the overall philosophy, 
leadership and management of the school, in accordance with the relevant guidelines of the 
current Government, while the deputy principal’s responsibilities are usually more functional 
and are related to the organisation and leadership of the policies which influence the daily 
operations of the school (Department of Education, Training and Employment, Queensland 
2016).  
Chapter 4, addressing the overarching research question and specifically research sub-
questions a and c, reports on the findings from the interviews with the principals, Helen 
(School A) and Alexis (School B) and the deputy principals, Nerida (School A) and Millie 
(School B), about their perceived importance and understandings of social and emotional 
learning competencies. The following analysis also includes the methods used by them to 
support the teaching of the five social and emotional learning competencies, namely: self-
awareness, self-management, social awareness, relationship skills, and responsible decision 
making. As well, they identify changes to the school climate attributed to the development of 
social and emotional learning competencies. School A implemented both the behaviour 
framework program Schoolwide Positive Behaviour Support and the social and emotional 
learning program, You Can Do It! Education. School B implemented Schoolwide Positive 
Behaviour Support but did not implement a schoolwide social and emotional learning 
program. In the following chapter, all participants’ quotations will appear in italics and 
quotation marks.  
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Perceived Importance and Understanding of Social and Emotional 
Learning Competencies  
The Principals: Helen and Alexis 
“I don’t believe children can learn without having these skills built” were the first 
words of Helen, principal of School A in response to the question asking “in your opinion, 
what is the importance of social and emotional learning skills development in students” (see 
Appendix B). To Helen, social and emotional learning skills included skills such as taking 
turns, learning to wait, when to and when not to ignore, realising that school is also preparing 
children for life after school, and learning that “you don’t always get to do what you want to 
do.” Social and emotional learning skills identified by Alexis, principal of School B included: 
the students’ ability to manage inter-relationships, and how “they deal with people.” Students 
who lack resilience and self-worth can have difficulty in their interactions with others, Alexis 
noted and she pointed out that one of her goals at School B was to assist students to become 
good citizens and take responsibility for their core learning. It was necessary, she said, to 
“teach them how to be team players, how to respect others, how to communicate.”  
Success for students was the primary goal of each of the principals at these two schools. 
However, the two schools considered social and emotional learning development in different 
ways. In 2009, Helen introduced a programme building social and emotional learning skills 
in students from their Preparatory (Prep) year to Year 7. She considered the building of these 
skills to be not only relevant but urgently required as the background of many of the students 
at her school was “survival mode,” she said. Helen went on to say “They need to learn how to 
move on from survival into other strategies. If you don’t get the social emotional stuff right 
you can’t get the learning right.” The reference to survival from Helen originated from the 
backgrounds of many of the students who were refugees. You Can do It! Education, the 
social and emotional learning program adopted by School A, sets out the skills considered 
necessary to be successful at school and addresses the five internationally recognised social 
and emotional learning competencies. As learning these skills began in the Preparatory year 
for some of her students and were developed in subsequent years of schooling, the 
opportunity was there for students to learn the necessary skills with the potential for them to 
become transferrable to other situations, as and when they should occur.  
At Alexis’s school (School B) while there was no formal schoolwide program to build 
social and emotional learning skills, the individual knowledge of each of the classroom 
teachers was relied on to identify and provide the necessary assistance and guidance to 
students. She pointed out that when teachers observed that students’ behaviour detracted from 
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the ability to learn for both themselves and others, they were expected to be proactive in 
assisting these students to develop the appropriate skills. She also reported that it was 
expected that teaching opportunities to develop the required skills would be grasped as 
necessary and that teaching would occur in a positive manner encouraging students, in the 
words of Alexis, “to think, reassess and re-evaluate how they perhaps responded.” The 
teachers at her school were discouraged from chastising students and “beating them up,” 
Alexis said. She reported that students could be asked to use a “thinking place,” an area in the 
classroom (sometimes a mat) reserved for the purpose of assessing situations and evaluating 
one’s behaviour. Alexis said she would not intervene with the student in the thinking place as 
the student and the person who had sent the student to the Thinking Place were the only ones 
involved in the assessment and evaluation. It was the responsibility of that teacher to talk 
with the student about the situation where the child had not responded appropriately.  
Alexis observed that many students, but not all, developed social and emotional 
learning skills in their home environment and brought these skills to school. However, when 
students did not come to school with these skills the school played an important role assisting 
in their development:  “It is the school’s responsibility to give students the best chance 
possible of accessing work places, study courses and they need the social and emotional 
strength to do that,” Alexis said. Alexis noted, as did Helen, that social and emotional 
learning impacted on how students managed their daily lives, including their wellbeing, both 
inside and outside of school.  
When asked what aspects of the students’ lives would benefit from the development of 
social and emotional learning skills, Alexis responded that all their relationships were 
dependent on the ability to interact appropriately, and one of the goals of the school was 
identified as providing “our kids with the best opportunities for the future,” she said. That 
meant teaching them protocols for managing the various situations of life such as work life, 
social life, emotional life, and partnerships. Helen also noted that it was often difficult for 
students to transfer skills learnt at school to home but her goal at School A was for each 
student to build a repertoire of skills which became automatic wherever the environment. 
Similarly, students at school B were encouraged to recognise different situations and adjust 
their behaviour accordingly, that is, to transfer the learned skills to different environments.  
The Deputy Principals: Nerida and Millie 
Nerida, the deputy principal of School A, expressed an opinion that was similar to 
Helen’s, her principal, that social and emotional learning skills were fundamental for 
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academic attainment. She added that “without a solid foundation in that area we’re not going 
to achieve the academic success that we want for our students.” Millie, deputy principal of 
School B expressed a similar opinion that these skills were needed for students to know how 
to be successful emotionally and academically. She said “teaching children the skill set or the 
strategies to cope with the things that life, as such, is going to throw at them” was important.  
Nerida, also thought that social and emotional learning affected how students managed 
their daily lives including their wellbeing, inside and outside of school. She noted that social 
and emotional learning affected the way students managed their interactions with each other 
and staff, and impacted on general life skills that affect students not only in school but in the 
wider community. An important benefit of formally teaching social and emotional learning 
skills to students, as was the case at School A, was that it was then possible for these students 
to model to others. Nerida said “their life skills, that flow over into their own family um, 
environments and the community as I said before, the community are really lacking in those 
particular skills so that if kids can come home and be modelling some different ways of 
dealing with life’s difficulties then that’s great for the wider community as well.”  Nerida also 
pointed out that teachers gathered as much information as possible about individual students 
through the relationships they developed. This gave teachers the opportunity to provide other 
skill building opportunities, individualised to the student, as the need arose or as the need was 
perceived. 
Millie believed that although there was no formal program related to the development 
of social and emotional learning skills at her school, these skills were nevertheless taught in 
the classrooms. Concern was voiced by Millie (deputy principal, School B) about the possible 
perceived conflict between skills which are expected at school and those that are accepted in 
the home. When asked how teachers determined what skills to help students develop, Millie 
replied that there were two ways. Firstly, the proactive teaching of behaviours which were, as 
part of Schoolwide Positive Behaviour Support, prepared by the school in a detailed matrix 
identifying the school’s behavioural expectations in various environments. Secondly, 
reactively, classroom teachers addressed issues as they occurred. As well, at certain times the 
administration focused on some specific behavioural expectations across the school, 
identification of which was based on referral data from behaviour incidences. 
In the past, in School B, teachers had been allocated a set block of time at the 
commencement of the academic year to teach these behavioural expectations required in the 
classroom and other school environments. However, Millie said this was difficult to 
implement with the introduction of the new national curriculum in 2012 and so in the year of 
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data collection, the teachers had not been allocated a block of time. Millie noted that the 
school was looking forward to comparing behavioural data to see what effect, if any, not 
being able to explicitly teach expectations had on behaviours. On the other hand, Millie 
pointed out, if the school did not teach the students to behave appropriately, it set them apart 
and impacted adversely on their life.   
Nerida and Millie both considered that it was important that the schools’ administration 
took an active role in modelling and promoting students’ social and emotional learning skills. 
Many of the students were known individually to the administration and Nerida and Millie 
both said that they sought out other opportunities in non-classroom environments, for 
example, the playground to reinforce the skills they were assisting students to develop. 
Nerida (School A) said she reinforced the development of these skills through engaging the 
students in interactions where special language relating to social and emotional learning was 
used. Nerida commented that opportunities for such interactions regularly arose because 
when students were sent to the administration office, they were mostly in a “heightened state 
with escalated behaviours.” She helped these students to recognise and verbalise their 
feelings and assisted them to identify triggers for the escalated emotions, to self-calm and 
initiate self-control.   
Millie specifically mentioned she spoke to students in a calm, non-threatening manner, 
positioning herself beside the students. She considered such actions on her part were 
considered crucial to her success. She also believed it was crucial that double standards were 
not displayed and where relevant, teachers and students followed similar rules. For example, 
students were not allowed to use mobile phones so teachers also did not use mobile phones 
when on playground duty or in meetings.  
Developing the Social and Emotional Learning Competencies 
Self-Awareness 
Principals: Helen and Alexis. 
The Principals, Helen (School A) and Alexis (School B), said they understood the value 
of students’ self-awareness (see Table 3.4) and the importance of proactively providing 
opportunities to help students build this social and emotional learning competency. The 
approaches of the principal of each school, however, were different. Helen identified students 
being able to recognise emotions as integral to developing self-confidence (and therefore self-
awareness). Helen knew that many of her students at School A had difficulty making 
inferences when comprehending text, partly because of language difficulties but also partly 
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because these students in general have difficulty in identifying emotions. Students at Helen’s 
school (School A) were given opportunities to build self-confidence because while “a lot of 
our kids have a lot of bravado, they don’t necessarily have a high confidence in themselves,” 
she said. Helen gave an example of how this was achieved with a Year 7 school cultural 
leader who displayed very little self-confidence. As a cultural leader, this student needed to 
speak to other students in public forums. The student was helped to build confidence in 
public speaking by asking him to speak first to small groups and then gradually to larger 
audiences. Encouragement was given when the student was successful, so that the student 
knew what behaviours equated to success, in this case development of self-confidence. The 
skills of this school leader were now being transferred to other situations. Helen pointed out 
the small steps of progress and success in the development of these skills gave students 
opportunities to recognise their achievements and hence build self-confidence. Helen 
believed that building social skills in students through example and role modelling in 
whatever situation or environment the teaching moment occurred was an important step in 
helping students develop the confidence to know how to behave appropriately in varying 
situations.  
The approach used at School B to assist students to move forward both academically 
and emotionally, said Alexis, was to look at situations positively and to help them set goals 
which were achievable. Alexis helped students recognise strengths and to build on these. Her 
philosophy included helping students to maintain self-confidence by not pointing out their 
weaknesses and failings. Rather, students were encouraged to identify the degree to which 
they had developed their strengths (e.g., their ability to read) and were encouraged to look at 
what they had to do to further strengthen an attribute. Hence, students were, Alexis said, 
encouraged and assisted to be aware of whom they were and to be proud of that and to think 
about where they wanted to be in the world and how to get there. Alexis pointed out that 
students who were not achieving according to the education authority’s recommended 
guidelines were not berated or diminished but that they were told they should be proud of 
themselves for what they had achieved. In this way, it was hoped that the students would be 
motivated to want to keep achieving.   
Deputy Principals: Nerida and Millie. 
Deputy principals, Nerida (School A) and Millie (School B), believed with their 
principals that being able to identify and recognise emotions was critical to students’ self-
awareness and the building of self-confidence contributed to this. Possession of the language 
to express feelings was not a strength of many of the students at School A, Nerida explained. 
66 
Nerida stated that she addressed this by taking the time to talk with students about what it 
looked like when feeling happy or grateful. Nerida said that many students frequently visited 
the office during breaks to chat, to share their news, both good and bad, and to feed the office 
fish. Having these conversations with those who attended the administration office regularly 
had been rewarding, as improvement in social and emotional learning skills occurred, she 
said. Nerida also noted the importance of teaching students in a non-threatening environment, 
to transfer the skills learned or discussed in the administration office into either areas of the 
school other than the classroom, for example, the playground, or into the community. 
Millie used words of encouragement. She explained when students were given 
encouragement it was couched in terms of describing the student’s current achievement and 
then setting a short-term goal for future achievement. For example, if a student came to 
Millie’s office and said “I am reading at level 12,” Millie said that the response would be 
“That is fantastic. Where would you like to be at the end of term?  It’s only a matter of time 
before you will be reading at level 13.” Millie commented that if she had said that the student 
needed to be at level 30 by the end of the year, so reading at level 12 could be thought of as 
being “on the way,” the student would be “completely demoralised.” Millie discouraged 
students from verbalising goals which were beyond their grasp.  
Nerida also liked to encourage students. To this end, during enrolment meetings, Nerida 
invited students to come to the office if they needed to speak to someone, or just to say hello, 
or to “read a book, do a drawing … or, if something’s not working well”; that building the 
relationship in this way gave students the confidence to approach her when they had a 
specific problem, Nerida commented. In her opinion, such visits to her were “time well 
spent.”   
Self-Management 
Principals: Helen and Alexis. 
Helen and Alexis, both took responsibility for the development of students’ self-
management skills. Helen explained that to assist with this development, teachers at School A 
took time in the first few weeks for their students to practise necessary routines and ensure 
that students knew the expectations. Having routines at school impacted on students feeling 
settled and calm especially when, as was the case of many of the students at School A, the 
home environments could be at times very tenuous. Sometimes students’ basic needs were 
not attended to and students came to school hungry. Looking after the students’ basic needs 
(breakfast club) were addressed, if necessary, and then, in the view of Helen, it was possible 
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to address other expected self-management skills, such as working with students to help them 
remain in the classroom for a whole session. 
Students, who “fly off the handle about a range of things,” Helen said, were encouraged 
to go to the administration office to self-settle before embarking on a discussion with her or 
the Deputy Principal, about the issue. Helen recognised that it was impossible to teach 
students when they were in a “heightened state” and the teaching opportunity came after 
emotions stabilised. At this time, Helen acknowledged the heightened feelings with these 
students and the need to regroup, after which the conversation (debriefing) could be indulged. 
In this way, by helping students to feel the office was a safe place, risks to other school 
members were minimised while these students were given assistance to learn skills to self-
manage their feelings in an acceptable manner.   
Alexis pointed out that at School B while the number of “pointy end” students was 
higher than the range indicated by Schoolwide Positive Behaviour Support, the percentage of 
“middle level” students was lower than the indicated range. Pointy end and middle level are 
references to the Schoolwide Positive Behaviour Support framework, where research 
represented diagrammatically in a triangle, has shown that approximately 1-5% of students 
(the pointy end) will need intensive behavioural intervention (Sugai, Horner, & Gresham, 
2002). There were some students, she said, whose emotions escalated from “zero to 100 
within seconds” and that the language from these students could be quite volatile, 
inappropriate, offensive and crude. Alexis commented these students could become very 
physical and it was with these students the school practised a check-in system. This allowed 
the students to manage their time and emotions in small amounts. They participated in a 
classroom session and then “check-in.” At “check-in,” after self-evaluating their performance 
during the session, these students provided feedback and made plans for their participation in 
the next session. Alexis pointed out that the self-evaluation expected from these students was 
required to be more than rhetorical. It had to be expressive and demonstrate the required 
reflection and evaluation. It should demonstrate, for example, that they realised situations 
which had the potential to become volatile and had considered their management of these 
times.  
Deputy Principals: Nerida and Millie. 
Not infrequently, Nerida (School A) noted that students would approach her and report 
their successes when they had controlled their impulses. When students reported to Nerida, 
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she was quick to give them encouragement and positive acknowledgement of their self-
management.  
Millie (School B) also referred to encouraging students to take action themselves (self-
management) when they identified that their feelings were going to escalate while teachers 
were encouraged to be supportive and not confrontational. By giving students the opportunity 
to become calm, in the majority of occasions they “opened up” and were willing to “have the 
chat” and so learned in a safe environment better ways of handling angering situations, she 
said. At School B, Alexis and Millie, who saw students in these situations did not interrogate 
the students but acknowledged that the student and the teacher were in control of the situation 
and that it was being dealt with appropriately. Millie explained that the goal behind this 
reasoning was that if students thought they would get into trouble by roving administration, 
then they would not want to go to the “cool down” place or the time out space for fear of 
being in more trouble; more than would already be the case if a teacher sent the student to the 
time out space rather than if the student elected to go there voluntarily.  
Offering support and celebrating successes and positive behaviour was another way 
School B promoted student self-management. Millie described a rewards system that was 
used to celebrate success. In this system, she said the teachers used “teachable moments.” In 
the past, the school had operated a “one strike, you’re out” system. Millie said the school now 
operated a system of “two strikes and you’re out.” This meant that two strikes and the student 
could not be involved in the celebration. They used the first strike as the teachable moment. 
They also had these celebrations frequently, every five weeks, ensuring that the time-frame 
was reasonable, achievable and sustainable by the students. Another program which School B 
operated was described by Millie as a program to celebrate success for really high achieving 
students regarding positive behaviour, thereby also encouraging students to self-manage their 
emotions.  
Social Awareness 
Principals: Helen and Alexis. 
Helen pointed out that in a multicultural school such as School A, social awareness was 
difficult to develop as many cultural groups had traditional and different ways of dealing with 
each other and these ways were often in conflict with the expectations of the school. One 
method used by the school to assist the students and their families to become socially aware 
was to identify the expected school behaviours at the point of enrolment. Helen reported that 
issues such as discrimination based on race or religion were the most difficult issues to 
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challenge but a goal of the school was that all students were to be treated equally. As well, 
Helen mentioned that “being fair” in this manner was also very important because students 
could readily relate to this concept. She said, to her, being fair meant treating all students in 
the same way, and having the same expectations. It was not possible, she said, for the school 
environment to manage situations in a variety of ways based on community cultural 
expectations, some of which were not accorded as appropriate by the school; hence it was 
important that the school had the same expectations for all, regardless of race or religion. 
However, Helen reinforced the school’s acknowledgement of the different cultures within the 
school community by displaying features of the different cultures on notice boards in the 
school reception area to demonstrate that School A was a school for everybody, not just one 
culture. Acknowledgement of the different cultures within the school was further 
demonstrated through the encouragement of cultural activities, particularly dancing which the 
Indigenous, Pacifica, and Vietnamese students publicly performed.  
To develop social awareness, School B practised a buddy system where students were 
given the opportunity to develop empathy and caring for others. As well, there were also 
specific programs operating for students in Years 7 and 5. Alexis, the principal of School B 
spoke of how all students in Year 7 were encouraged to take on roles through a Leadership 
program. The program in Year 5 was for all Year 5 girls, but specifically targeting some 
students who lacked social awareness. Participation in this program, the aim of which was to 
provide students with opportunities to become more aware of their own capabilities, taught 
the students the skills to communicate effectively and appropriately. Alexis reported one 
Year 5 student who had been targeted in this program was now demonstrating an ability to 
identify alternative, more socially appropriate ways of solving problems and concerns than in 
the past when she used temper tantrums. However, the students who benefitted most and 
became more socially aware (and self-aware) were often among those students not being 
targeted. These untargeted students who benefitted were quiet and unassuming who, through 
the program, had developed higher self-esteem resulting in changed peer relationships which 
became more inclusive and groupings became more positive. 
Deputy Principals: Nerida and Millie. 
Nerida and Millie both spoke about schoolwide measures undertaken to develop social 
awareness which included the Harmony Day and NAIDOC Day celebrations. Nerida 
considered that Harmony Day especially presented an opportunity for multicultural 
representations on occasions which were both a celebration and non-threatening. Families 
brought food to share. Eating and enjoyment of food was the common language of these 
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gatherings, she pointed out. Nerida went on to say that these occasions also gave the families 
of students at her school (School A) a sense of belonging and promoted the understanding 
that the school was a welcoming place. The expectations were, she highlighted, that on these 
celebratory occasions, families only needed to demonstrate a willingness to participate in the 
cross-cultural exchanges in whatever way they could. Nerida also pointed out that the 
extremely diverse cultural nature of the school meant that frequently it was necessary to 
discuss the need for students to respect other people’s views and opinions. This was done 
either in a formal way on parade, in the classroom, or on an individual basis in the 
administration office.  
At School B, empathy was recognised as an important aspect of social awareness. 
Millie explained this by saying that students who displayed “high end mental health issues” 
(reference to Schoolwide Positive Behaviour Support tertiary prevention) were well accepted 
at the school; even after absences, forced or otherwise. These students were not marginalised 
by their peers, she reflected, and it was accepted that periodically they could present 
behaviours that were not expected. Millie identified that the students at school B did not 
“marginalise” by “race, gender, creed or behaviour. Students at this school,” Millie said, 
“truly live and come to school in a really multicultural and multi-behavioural context. They 
see it right from the word go.” Millie went on to say that the parents of students at School B 
have also been identified as being very understanding giving little negative feedback about 
students other than their own at the school. They accepted that the school, particularly in the 
lower school, was doing what it could to help all students achieve their rightful education. 
Millie also pointed out that some teachers took time to praise students who did not react when 
a peer student was presenting difficult and unacceptable behaviours and she went on to say 
teachers appreciated students making comments privately to the teacher, not overtly in front 
of the offending student, even when some of the behaviours were particularly unpleasant to 
peers.   
Relationship Skills 
Principals: Helen and Alexis. 
Helen, School A, related that the “immediacy of technology” had a considerable effect 
on students’ willingness to succumb to inappropriate social pressure, for example, to 
participate in behaviours such as planking, choking and self-harming. She said the difficulty 
was finding “the end point” and giving students the power and skills to resist being like 
everyone else when being like everyone else meant participating in actions that could cause 
harm. Helen revealed that students and their families were often reluctant to approach the 
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school for help because they saw the school as another government organisation. “So it’s just 
like another institution to them, in a way,” she said. Change in the way “things are done” 
(reference to being organised using Schoolwide Positive Behaviour Support) had enabled 
classrooms to operate more effectively. This included times when the classroom teacher was 
absent, Helen explained.  
Based on information gathered about students when they were first interviewed at the 
school, and from information about students with special needs, students were selected to be 
involved in a five-week program designed by the physical education teacher, specifically for 
her school, Alexis (principal, School B) said. This diverse group would come together for 
varying reasons—for example, death in the family, unsafe feelings at school. Alexis 
identified that the purpose of this program was to enhance social skilling. The information 
gathered about the students was also provided to the relevant classroom teachers so that they 
were aware from the beginning about the social and emotional learning skills of their 
students. Later in the year, Alexis would give the classroom teacher a template, in the form of 
a Venn diagram, and the teacher would plot all the students onto the grid. This helped ensure 
that students did not slip through unnoticed, especially students who were quiet and 
unassuming. It could identify if they achieved in all three areas of the grid, namely 
behavioural incidences, academic achievement (including absenteeism) and high, medium or 
low social skills. The students’ social skill development was measured by their individual 
completion of an interactive computer activity called “Clowning Around,” presented as a 
game in the form of a series of questions. This activity measured students’ educational, 
emotional and social wellbeing as well as protective factors (Hanewald, 2011).  
Deputy Principals: Nerida and Millie. 
Modelling appropriate behaviours was one way in which Nerida assisted individual 
students to build relationship skills. This specific modelling, aimed at empowering students, 
mostly took place in her office where, she said, “we very explicitly teach them.” For example, 
“that is what it looks like when you thank somebody. This is what you say; this is how you 
would share. …  Freddie can I have some of those Lego pieces?  And then you turn to 
Freddie and you will say … yes, of course you can.” Nerida described how two students who 
had been withdrawn from the playground for a lengthy period came to her office every break 
of every day for nearly two terms. Initially they came because of their aggressive behaviour 
in the playground. After a while, Nerida encouraged them to bring one friend each to the 
office during breaks. These two students now participated successfully in the playground 
during breaks.  
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Millie identified the importance of relationship skills as one of the goals of School B to 
“level the social playing field.” Millie described these skills as “the real estate of teaching.” 
When they did not like others’ behaviours, although students managed these situations with 
varying degrees of success, students were taught to say “I don’t like that you’re doing that, 
I’m just going to walk away today.” Millie talked about the many programs, some of which 
were reactive, organised at the school by Life Education and the local police liaison officer. 
The police liaison officer talked each year about social networking and cyber bullying. She 
also reported that a “quite staggering” number of students admitted to being underage users 
of Facebook. Teaching important relationship skills relating to social networking was 
becoming increasingly important and behavioural expectations regarding this was being 
added to the school’s behaviour matrix, Millie explained.  
To further develop relationship skills, a friendship club operated daily at School B in 
which students could participate during breaks when they did not want to play outside. A 
leadership program (Year 7), Millie said, was also becoming embedded in the curriculum. At 
line up time each day (when the whole school comes together immediately before each 
session to assist in the transition from “free time” to “class time”), the school student leaders 
assisted classroom teachers “to help them [students] get along [with each other].” Millie also 
talked about the need to build trust to develop relationships and referred to the value of fish in 
calming agitated students in the classroom, as well as an avenue for “social discussion.” The 
fish needed to be a mixture of big, fast fish and smaller, calmer fish. Called “silver dollars,” 
the big, fast fish were “flashy and when they move they move very quickly and that will 
attract the person who’s agitated” and in this way, the person becomes distracted and calms 
down (Meadan & Jegatheesan, 2010).  
Responsible Decision making 
Principals: Helen and Alexis. 
Helen (School A) and Alexis (School B) both valued teaching their students to self-
regulate and to evaluate their thinking processes in order to make better, if not good, 
decisions. Therefore, at both schools, students were taught to consider the choices they made 
and to reflect on their decisions. When evaluating poor choices, students were required to 
have discussions with their teachers with the long-term goal being that students went through 
this process unsupported. While the goals relating to students’ ability to make responsible 
decisions of the two principals were similar, they approached the development in slightly 
different ways. Helen’s approach was to address the development cognitively through 
encouraging students to internalize situations before acting. Helen observed that while things 
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were going “OK,” people tended to make decisions that were sound. Sometimes, when 
people were stressed in their personal life, something can happen at school which breaks “the 
camel’s back.” In circumstances like that, responsible decision making cannot be guaranteed. 
However, according to Helen, there had been considerable success in teaching some students 
responsible decision making. Time had been invested in helping these students change the 
way they approached problems. Helen said those students were taught to take time to respond 
by thinking first and she prompted deliberate thinking by using a phrase such as “stop, think, 
go.” According to Helen, the goal was to assist these students to internalise this process and 
so experience better outcomes by thinking before acting. Helen revealed that the use of 
debriefing situations, in her opinion, were important in assisting students identify the impact 
of their actions and to help them identify possible better options in any similar future 
circumstances.  
The social and emotional learning program at School A also taught students that how 
they thought was directly related to how they behaved, Helen said. Helen added that staff 
members also benefitted from understanding this idea because they saw behaviours in 
themselves which could benefit from changing. Then through changing their behaviours, they 
understood the challenges their students experienced as they tried to change. Helen noted that 
the teaching the “stop, think, go” process, meant that some students now acknowledged when 
they had “done something that inappropriate or unethical and will now come up with what 
they think the consequences for that need to be.”  
In contrast, Alexis approached the development from the point of view of safety and 
conforming to behavioural expectations appropriate to the environment. In the words of 
Alexis: 
everything we’re doing in teaching the children, from an academic point of view, from 
a social/emotional point of view, is all about children problem solving and making 
decisions … from an ethical standpoint. They need to ensure the safety of themselves 
and others and recognise that, within the environment in which they work, that 
they’ve got to actually fit with expectations. Responsible decision making may look 
different to a child in different settings.  
Alexis also noted that attention to the physical environment of School B had assisted 
considerably in the management of behaviour. This led to the positive application of 
expectations, for example, at School B, eating places were identified and bins were 
strategically placed in these eating places only. The non-verbal message is “do not eat 
anywhere else as there is no place for your rubbish to be appropriately disposed of.” Having 
routines, Alexis observed, also assisted students to make responsible decisions and to be in 
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the “right place at the right time.” An identified place where all students assembled 
informally at the end of breaks helped students, and teachers, to know easily where they were 
supposed to be and when. The reallocation, and/or increasing of facilities, had solved other 
problems, Alexis observed. Helen observed that the improved physical environment at 
School A had had also positive effect on students’ responsible decision making. 
Deputy Principals: Nerida and Millie. 
Both Nerida and Millie believed, as did Alexis (principal, School B) that teaching 
safety of self and others was an important aspect of responsible decision making. Nerida 
reported that students at School A were taught what “safe looks like” in various areas of the 
school. Teachers at School A also took the opportunity when teaching about safe places at the 
school, to address ethical issues such as being “honest, not cheating, not taking peoples’ 
things.” The schoolwide social and emotional learning program, You Can Do It! Education, 
undertaken by School A addressed all these issues.  
In contrast, Millie pointed out that the home played a role in responsible decision 
making, for example, encouraging children to make sensible decisions about what they wore 
and things they brought to school. Millie believed that by teaching students that behaviours 
were guided by their decisions, students were empowered because they realised they were in 
control of themselves. Millie also reported that teachers at School B were encouraged to 
approach some behaviours, especially safety behaviours, as learning opportunities. For 
example, rather than having teachers blow a whistle and call out “stop running,” teachers 
asked students who were running to stop and think about the safety aspect of their actions. 
This turned the incident into a learning opportunity and students could identify for 
themselves whether or not behaviours needed to be changed.  
School Climate Changes Attributed to the Development of Social and 
Emotional Learning Competencies 
Helen and Alexis, the Principals of Schools A and B respectively, were asked to reflect 
on what ways the development of social and emotional learning skills had changed the 
atmosphere in their schools? Nerida and Millie, the Deputy Principals of Schools A and B 
were also asked this question. Helen (School A) observed that “classrooms were more 
organised, less chaotic” and more “on task.” She also reported that student turn taking and 
waiting had improved as well as the students’ understanding of what it meant to be part of a 
team. Nerida (School A) commented that “they’ve all benefitted.” Helen and Nerida both 
noted that by taking the time before breaks to remind students about behavioural 
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expectations, student behaviour outside the classroom had improved, including behaviour in 
the playground. According to Helen and Nerida, behaviours during transitions had also 
improved considerably.  
Overall, Nerida observed that the social and emotional learning skills students had 
developed had resulted in calmer students who could better adapt to change. She also said the 
students “have an ethical responsibility to be kind and friendly and helpful. It’s expected and 
they expect it of themselves now.” Another benefit identified by Nerida was that there had 
been some transference of the skills into different situations. For example, she suggested that 
prior to the development of social and emotional learning skills, students were only respectful 
of a person when they had “high ownership,” that is, they had established a positive 
relationship with the person. Now, after participating in the social and emotional learning 
program, You Can Do It! Education, they were more respectful of others. “They see each 
other and humanity differently, I think. It’s been really good,” Nerida reflected.  
Alexis (School B) reported that Schoolwide Positive Behaviour Support had a “huge 
impact” on the climate at the school. She said, “[it’s about] “modelling, modelling 
appropriate behaviour, making good choices, appropriate language, you know expectations.” 
Alexis commented that when the physical environment of the school was improved to create 
“an environment that is appropriate for learning,” the teachers were much more able to 
manage the number of students. The changes to the physical environment were 
complemented by putting in place processes and expectations around appropriate behaviour 
with staff committing themselves to teaching every aspect of the matrix of behavioural 
expectations.  
Millie (deputy principal, School B) commented that the atmosphere of her school had 
changed “absolutely, definitely, positively … in a quite, quite obvious way and while the 
school is a calmer place, the reduction in inappropriate behaviours has allowed the school to 
address the behaviours of those students which are at the pointy end” (the pointed end of the 
Schoolwide Positive Behaviour Support triangle).  
Millie went on to identify that the schoolwide focus on the behaviour management tool 
Schoolwide Positive Behaviour Support, at School B assisted students to transfer social skills 
to people other than those with whom they had developed the relationship, for example, 
teacher aides. Millie also commented that teachers and teacher aides underwent explicit 
training in “active” playground supervision which meant that students then knew the 
expectations in the playground and the expectations were consistent from all staff. According 
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to Millie, relief teachers who were regulars to School B also put into practice the same 
schoolwide procedures as the permanent teachers. She said that as a result the relief teachers 
had experienced better behavioural outcomes after the introduction of the Schoolwide 
Positive Behaviour Support program.   
Chapter Summary 
Analysis of the interviews has identified commonalities and differences in 
understandings and delivery of social and emotional learning skills in two different school 
environments. Members of the administration teams at both School A and School B 
understood and valued social and emotional learning skills although the two schools 
approached the development of these skills differently. Both School A and School B valued 
the Schoolwide Positive Behaviour Support program and taught the behavioural expectations 
but School A supplemented this with the social and emotional learning program, You Can Do 
It! Education. In this way, School A had a clearly defined plan for the implementation and 
development of social and emotional learning. School B had a number of plans targeting 
specific students’ behaviours (Years 7 and 5) and the use of the Venn diagram to ensure no 
student was overlooked. At this school, however, there was no overarching schoolwide 
program for the development of these skills except to the degree that Schoolwide Positive 
Behaviour Support developed these skills to support behaviour within a clearly defined (a 
school) environment. Both administration teams also understood the importance of students’ 
ability to transfer the skills they developed at school into other environments.  
Helen and Nerida, as well as Alexis and Millie, viewed their offices as safe places 
where students could develop social and emotional learning competencies, namely self-
awareness (recognition of feelings); self-management (manage feelings, set short-term goals 
for learning, celebrate successes); relationship skills (teaching students from the beginning of 
their schooling the skills they need); and responsible decision making (teaching students a 
process to reflect, evaluate and consider consequences and the importance of safety). Anger, 
they all said, was the emotion most likely to cause management difficulties amongst their 
students.   
While Nerida believed that “all aspects of the school had benefitted,” learning 
behaviours had improved, said Helen. She went on to say that classrooms were more 
organised and there was more “on task” behaviour from students. Meanwhile, Alexis and 
Millie both commented that behaviours in general had improved at their school.  
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Chapter 5 
 
Case Study One: Two Year Six Classroom Teachers 
This chapter reports the results from the data collected from the classrooms of the two 
Year 6 teachers who participated in this study: Bella (pseudonym) School A and Emmy 
(pseudonym) School B to address the overarching research question and research sub-
questions b and c, namely, to identify the strategies being successfully employed by teachers 
to encourage students’ development of social and emotional learning skills, as well as the 
perceived impact of the development of these skills on classroom climate. To achieve this, 
data were collected from: 1. Interviews (with the classroom teachers and the focus groups of 
students); 2. Classroom observations; 3. Survey of students’ social and emotional learning 
competencies; and 4. Student behavioural records. In the following chapter, all participants’ 
quotations will appear in italics and quotation marks.  
1. Interviews 
Interviews with the Classroom Teachers 
The interviews with the teachers (see Appendix C) were analysed using an a priori 
approach to group responses. The interview questions were designed to specifically identify: 
(A) perceived importance and understanding of social and emotional learning competencies, 
(B) development of social and emotional learning competencies; and (C) classroom climate 
changes as a result of developing these competencies (Bernard, 2006; CASEL, 2003, 2015; 
Garibaldi et al., 2015).  
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Figure 5.1. Model showing derived themes of Interviews with Teachers (Year 6). 
Figure 5.1 above provides the derived themes (black text) of the interviews with the 
Year 6 teachers and an overview of the analysis of the interviews with common responses 
highlighted in red, responses specific to Bella (School A) highlighted in purple, and 
responses specific to Emmy (School B) highlighted in green. A table of examples of quotes 
relating to derived themes, Year 6 is provided in Appendix K.  
Perceived Importance and Understandings of Social and Emotional Learning 
Competencies. 
Both Bella and Emmy stated that they were aware of the five social and emotional 
learning competencies adopted by their education authority but were unaware that these 
competencies had been internationally recognised. Neither teacher had specifically studied 
these competencies but they both believed they still addressed their students’ development of 
the skills underpinning these competencies and had similar viewpoints about the benefits of 
these competencies to their students. Both Bella and Emmy responded when asked about 
their perceived importance and understanding of social and emotional learning that the 
development of these competencies provided students with necessary life skills. Bella 
believed that the development of these skills affected “their whole life, inside and outside of 
school. And hopefully they’re skills that they can take with them as they go, grow up and go 
through school. So I don’t think it’s limited to just school.” Emmy’s grasp of the need for 
students to build these competencies included assisting students to equip themselves with the 
skills necessary to be “happy and healthy… having the skills to cope in life … with different 
people in different settings.”  
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Both Bella and Emmy commented that building students’ resilience helped develop 
these skills. Bella wanted her students to stop complaining about little things like “broken 
pencils” and went on to say “I feel that if … students are settled and know that you have 
certain expectations … you’re able to work together for success for the child.” Emmy 
commented: “building up children’s resilience” develops “their ability to cope with different 
situations and experiences in life.” She believed that it was important for students to be self-
motivated and have a clear direction of where they were headed, the goals in their lives to be 
happy and healthy, to have the skills to cope emotionally.  
Although approached differently, developing effective relationships was identified as a 
common theme that emerged from the interviews with Bella and Emmy. Bella stressed the 
importance of students being able to express themselves effectively when communicating 
with other students. “In contrast, Emmy, School B, said that she wanted her students “To 
have good friendships and relationships and be cooperative with each other” and to “deal” 
with and to “socialize” with people effectively. 
The analysis of the interview with Bella also revealed that her perception of the 
importance of social and emotional learning competencies included that “it really sets the 
tone for academic success” (Interview, line 21). She believed that if the social and emotional 
learning needs of students were developed, students were more likely to experience academic 
success. “Students need to know,” Bella said, “that their teacher has certain expectations of 
them, for example, that they do not give up, then together with the teacher, students can work 
towards success.”  
Bella also identified conflict resolution (relationship skills) as a priority in her 
classroom because of student tensions, often a result of playground issues. To deal with these 
tensions she facilitated the re-establishment of classroom behavioural expectations, at the 
beginning of the session following a playground incident. “Especially if I know that a 
situation will arise because something’s happened in the playground and there’s tension 
between some kids, then at the start of the lesson I’ll just quickly re-establish those 
expectations again”, she said. Bella identified that dealing early with playground tensions 
brought into the classroom enabled the session to proceed as expected and also pre-empted 
the possibility of the issue continuing into the next play break. This also demonstrated 
students’ self-management skills as they controlled their feelings and were able to return to 
their class work (Bernard, 2006; CASEL, 2015).  
On the other hand, Emmy identified that her school’s implementation of Schoolwide 
Positive Behaviour Support promoted the concept of “safe respectful learners” and Emmy 
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believed that students were being taught how teachers expected them to behave when this 
principle/guideline was followed. Emmy believed in the importance of assisting students to 
be able to respond appropriately to a variety of situations as well as developing empathy 
noting that “to be a successful employee, partner and friend, as students and as they become 
adults, they need to know how to walk in someone else’s shoes and assess situations from all 
perspectives.”    
Development of the Social and Emotional Learning Competencies. 
Bella and Emmy used opportunities in their day-to-day classroom delivery of the 
general school curriculum to enhance students’ knowledge of the social and emotional 
learning competencies. Group (or team) work, though approached differently by both 
teachers, was identified as a common method employed. One measure Bella took was setting 
the scene for the group work. This she considered to be an important medium for teaching 
social and emotional learning skills in her classroom. At the commencement of group work, 
she established the behavioural expectations, including how to be an effective group member, 
identified acceptable social behaviour in the group, and described the type of work to be 
completed by the group. These were regarded by Bella as important antecedents to group 
sessions. Bella also reported that when students worked individually within a group, for 
example, when individually solving a difficult mathematics problem, she promoted the social 
and emotional learning competency of self-management, encouraging students before the 
activity started to be persistent, telling her students that they must have a few “goes” 
themselves before asking either a peer or herself for help. Her students needed to demonstrate 
persistence in their efforts to complete an activity and remain resilient (calm in the face of 
adversity). If their efforts failed, then they could ask for help. Bella also took the time to 
reflect on her students’ behaviours and identified behavioural expectations using the relevant 
language of social and emotional learning to emphasise the competencies.  
Similarly, team building provided Emmy with opportunities to teach her students the 
behavioural expectations to facilitate group cooperation and positive interactions amongst the 
students. Emmy pointed out that she also used the general curriculum to help students to 
develop empathy. Role play was a mechanism Emmy said she used for helping students 
empathise with others. For Emmy, recognition of feelings of others was a useful tool for 
teaching empathy (Panju, 2008); for example, when discussing characters in a story she asked 
questions such as “how would that feel? …  It is taking the moments that naturally occur in 
the texts that we read and the situations and the world around us.”  
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The curriculum at Bella’s school also included the social and emotional learning skills 
development program, You Can Do It! Education (Bernard, 2004). With a developed 
curriculum for implementation, this program enabled Bella to proactively teach the identified 
social and emotional learning competencies at the appropriate level. She also addressed skill 
building reactively when students displayed inadequate behaviours while participating in 
activities, playing games, and when her students demonstrated difficulties (e.g., when waiting 
for a turn).  
Bella and Emmy were asked to reflect on their students’ development of the skills 
reflecting the individual social and emotional learning competencies. Each of the 
competencies, self-awareness, self-management, social awareness, relationship skills and 
responsible decision making were addressed separately. 
Self-Awareness. 
Defined by CASEL (2015) as the ability to accurately recognize one’s emotions and 
thoughts and their influence on behaviour, self-awareness includes accurately assessing one’s 
strengths and limitations and possessing a well-grounded sense of confidence and optimism. 
Bella and Emmy were asked to identify the ways in which they assisted students to develop 
this competency and what student behaviours they identified as reflecting self-awareness.  
Students’ ability to identify an emotion being experienced, to be self-aware, assisted 
students to manage the accompanying feelings. Bella believed that self-awareness skills 
showed themselves, especially after playground incidents. She suggested there were students 
who, after being involved in a playground incident, could deal with their emotions quickly, 
appropriately and “move on.” There were, however, other students who found this very 
difficult and were still angry when they should be settling to work. “Recently,” Bella said, “a 
boy had pushed in line while waiting at the drinking fountains and that had started a massive 
punch up during lunch break. So, they both got into trouble but this boy hadn’t told anybody 
why or what had actually happened to cause all of these events.” Bella helped these students 
to “break down” the incident by encouraging the students to look beyond the “why” and the 
secondary events which occurred after the main incident. She suggested it was important for 
the students to recall the primary cause of the incident (the trigger). In this way, students 
would become aware of the initial emotional response to the incident. Then she encouraged 
the students to address their feelings to ensure they were in perspective. According to Bella, 
the “why” was important but she dealt with this later after she had encouraged the students to 
analyse and evaluate the total incident. Her immediate goal was that if something similar 
reoccurred, the students would be able to identify the “what” and “try to prevent all this other 
82 
stuff,” she said. While Bella concentrated on recognising emotions, in contrast, Emmy 
concentrated on recognising and building strengths and self-confidence.  
Emmy approached her students’ development of self-awareness by discussions of 
“strengths and lesser strengths.” She did not like the term “strengths and weaknesses” as she 
considered this expression to have very negative connotations. Using her own experiences as 
examples, she elaborated that not everyone was good at everything or at the same things, and 
she encouraged students to think that it was “OK” to be different from each other. She 
believed that, consequently, confidence (self-awareness, see Appendix C) improved and with 
increased confidence students were more “willing to participate in everything because they 
recognise that subject’s easy for me, that subject’s easy for them,” she said. She suggested 
that a better sense of self was developed in the students as they became more aware and 
accepting of their “strengths and lesser strengths.” She proposed that as attitudes to study 
became more positive, students were more confident in the possibility of success. Students 
stop thinking negatively “I can’t, I can’t, I can’t.”   
In summary, Bella and Emmy both addressed the development of self-awareness but in 
different ways. Bella focussed on identifying emotions while Emmy focussed on strengths 
and lesser strengths. Bella assisted students to understand the cause of their behaviour, the 
initial incident and the associated feelings. Emmy noted the importance of changed thinking 
patterns as students developed greater awareness of their strengths and lesser strengths. 
Self-Management. 
Self-management is described by CASEL (2015) as the ability to regulate one’s 
emotions, thoughts, and behaviours effectively in different situations. This includes managing 
stress, controlling impulses, motivating oneself, and setting and achieving personal and 
academic goals. The framework of person-centred key social and emotional learning 
competencies (Zins et al., 2004) as well identifies goal setting and organisational skills as 
required self-management skills. Zins’s framework also identifies impulse control, stress 
management and self-motivation and discipline. Bella and Emmy were asked how they 
addressed the demands of this competency. Goal setting, as part of the development of self-
management was targeted for development in both classrooms. Bella reported she kept a 
record of students’ goals which included both academic and personal goals. “I actually have 
their goals um, in my notebook and they’ve, they can be their academic goals but I know that 
some students have also set emotional goals for themselves so, and that could be anything 
from making more friends or how to make friends to um, identifying when somebody’s 
bullying them and to go get help and to not accept that. Um, so, we set goals with a, actual 
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contract”, she said. The contracts are usually for a period of a school term and nearing the 
conclusion of every term, each student in her class met with her to review goals set. She also 
reported on the importance and effectiveness of setting goals on a daily basis, at regular 
intervals sometimes hourly, as academic goals were set for each session. The practice of 
providing students with learning goals (academic goals) is well documented (Marzano & 
Brown, 2011) and Bella’s classroom was equipped with a learning board (a small 
whiteboard) on which Bella wrote the learning goals each session. While Bella monitored 
other goals on a term basis, she monitored students’ academic goal progress on a weekly 
basis.  
In Emmy’s classroom, goal setting activities were usually related to assessment. For 
example, in English assessment, the students discussed what needed to be achieved (the 
goal), and the steps needed for fruition. “We look at a lot of assessment and tasks that we do 
and the fact that they’re responsible for their achievement and what they put into things is 
what they get out and this is where we’re trying to head these are the steps that I need to do 
to help them to goal set and teach them”, she said.  
Referring to her students’ ability to self-manage their goals, Emmy noted that she saw 
students facilitate this planning and organisation independently as their self-management 
skills developed. “So I suppose you see some independence grow in some of them and others 
you see that they need some support and as they become more successful and confident in 
their ability they wean off you and start to do more … and again it’s that independence,” she 
said. 
Both teachers also reported that the regulating of emotions was an important aspect of 
self-management in their classrooms. In Bella’s classroom there was a place, a desk, for 
cooling down. Students knew that if they needed to remove themselves to this space, they 
could. She said that students needed to indicate to her their intention to remove themselves to 
the cooling down space and it was expected that they would take this action without 
interruption to the lesson and before any incident occurred. The cooling down space was 
isolated but within the room, and she said that students determined their own readiness to 
return to their desks. A debriefing session then occurred at the end of the day. Sometimes 
Bella was required to help students manage sensitive, personal issues. For example, during a 
class activity when students were preparing a mother’s day card, a student caused 
considerable disruption in the classroom and was encouraged to use the cooling down space. 
When the student became calm, Bella debriefed with the student discussing the behaviour and 
helped him to identify the trigger. This student wanted to prepare two cards, one for his foster 
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mother and one for his biological mother. The student was assisted in developing skills to 
verbalise this need rather than “acting out.” She identified also that this was a good example 
of when it would have helped to ask the student “what is it (you want)?” as a prompt to the 
student to verbalise his needs and then “we would have avoided all the other, the ten other 
horrible things he did to the other kids.”  
In Emmy’s experience, the ability to control (regulate) emotions was the more 
challenging self-management skill to develop (Brackett & Rivers, 2011; Greenberg et al., 
2015). She reported that students tried hard to take control of their emotions when they were 
encouraged to be safe and were reminded that it was OK to have some “cool down time.” By 
learning how to control their feelings of anger, students in Emmy’s classroom were given 
opportunities to self-manage: “We talk about that idea that if we’re feeling very upset or 
angry that instead of acting out we might ask nicely for a time out, well not time out but a 
sitting out or cool down time.” Emmy taught students the necessary skills to calm their 
feelings. She taught her students that deep breathing could help them manage their emotions 
and reminded her students that they were responsible for the choices they made and the 
consequences of their choices. Students in this classroom were also encouraged to stop and 
think before they acted, especially when they felt their emotions escalating (e.g., when they 
felt they were over-excited). Emmy reported that in her opinion, the emotions students 
displayed at times like this tended to be less positive and by encouraging students to 
recognise when emotions were escalating and to take the time to stop and think before 
speaking or acting helped them to display behaviours which were more appropriate.   
In summary, Both Bella and Emmy actively developed their students’ self-management 
competency in mutual ways. They achieved this through goal setting and controlling of 
emotions. Bella taught goal setting from both a personal and academic perspective. In 
contrast, Emmy taught goal setting from an academic (managing assessment) perspective. 
Both used a designated classroom space for students “time out”. However, while Bella helped 
students to analyse and evaluate their behaviour, Emmy taught specific “cooling down” 
strategies such as deep breathing and the importance of changed thinking.  
Social awareness. 
Social awareness is described by CASEL (2013, p. 9xx) as being “the ability to take the 
perspective of and empathize with others from diverse backgrounds and cultures, to 
understand social and ethical norms for behaviour, and to recognize family, school, and 
community resources and supports.” Bella and Emmy both stated that social awareness was 
taught by them through example. Bella suggested that thinking about the feelings of others 
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helped develop empathy, and this was considered in her classroom to be an important social 
and emotional learning skill (Brackett & Rivers, 2011; Panju, 2008). “They sort of have a 
look at how others are feeling and how they feel you know, how they react to that person’s 
feelings and how to then, that then determines their actions as well, but yeah it’s important, 
very important,” she said.  
 Emmy considered the concept of “walking in another’s shoes” to be an important way 
to teach empathy, a method she employed on a regular basis in her classroom even though, 
she acknowledged, some students had difficulty with the concept. Emmy noted that caring for 
classroom pets provided a further opportunity to develop social awareness skills in her 
classroom. She noted the transference of these skills when students offered the pets for 
nurturing to other students whom they perceived to have an emotional need (Meadan, et al., 
2010). Students were rotated to care for these pets, thereby developing empathy as they took 
responsibility for the needs and safety of other than themselves.  
Bella indicated that she liked to demonstrate respect through her interactions with 
students and visitors to her classroom. She took the time to discuss this behaviour with 
students emphasizing that showing respect had little to do with liking a person. “You just 
need to (show) respect, that’s how it is and leave the situation alone, you don’t need to harp 
on it,” she said.  
Emmy stated that it was important to help students to recognise and accept individual 
differences in groups. She observed that, in her experience, when students have been together 
from their Preparatory year to Year 6, a sense of protection, a “sense of that looking out for 
each other” developed. On occasions, she actively discouraged this in the classroom in order 
to provide learning opportunities and teaching moments for the students to develop social and 
emotional learning competencies, for example, confidence to speak up, and organisation 
skills. Students, who had been together for a number of years of schooling, were mutually 
accepted and even when they had disabilities were not identified by their peers as students 
with disabilities. Lesser known students with disabilities, when displaying similar 
characteristics, were however considered to be different. Emmy elaborated on this point and 
suggested that when new students joined her class, if they had no disabilities, they were 
usually easily accepted. However, new students perceived as “odd” or “has something about 
them that makes them different,” she said “they are less likely to be accepted.” A student who 
had recently joined the class who had a lot of “needs” was not spoken to unkindly, rather was 
left alone but “that bond” Emmy said “that comes through is definitely stronger from those 
kids that have come through from the start.” This could indicate that more empathy exists 
when students have a well-established personal relationship with the person(s) concerned.  
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In summary, social awareness was developed by both Bella and Emmy. In Bella’s 
classroom, it was mainly developed through the teaching of respect for others’ differences 
and empathy through recognition of the feelings of others. In contrast, Emmy developed the 
same competency through the teaching of empathy by encouraging students to walk in the 
shoes of others.  
Relationship skills. 
Relationship skills included the ability to establish and maintain healthy and rewarding 
relationships with diverse individuals and groups, as well as communicating clearly, listening 
actively, cooperating, resisting inappropriate social pressure, negotiating conflict 
constructively, and seeking and offering help when needed (CASEL, 2015). Group work was 
used by both Bella and Emmy to develop relationship skills. Teaching and modelling respect 
through group work assisted her students to develop relationship skills responded Bella when 
asked how she taught her students this competency. Bella prepared her students for group 
work reminding them of behavioural expectations (behaviours for learning) and that they 
needed to be flexible and adaptable. “I try to make that seamless so I’m not making a big 
thing of it so they’re always on their toes with different people,” she said. She reminded 
students that during group work when they did not necessarily sit at their own desks, it was 
important to respect other people, in this case their peers, by not prying into the contents of 
the belongings of others. Pre-empting situations and preparing students “saves time,” she 
said.  
Emmy also used group work or team work as the main medium to develop relationship 
skills in her students. “We do a lot of teamwork and our team is that group of people that 
we’re working with that day, doesn’t matter who they are,” said Emmy. Teams were formed 
randomly so that any four members of the class came together. Each team member had to 
choose a card which represented a role: manager, director, timekeeper or speaker. Often 
discussions revolved around the fact that the team did not have a “boss” and that different 
personality types often were required to undertake a role within the team with which they 
were uncomfortable. The value of role play and team work has been well documented 
(Durlak et al., 2011; Vermette, 1998) and Emmy used this method as a way of challenging 
students to help them to develop relationship skills by stopping them from choosing the role 
in which they were already most skilled. She had observed that when skills were developed in 
this way, the skills were transferred to other classroom sessions as well as to sporting 
activities. The development of team work with students involved the concept that as a team 
member, the expertise and skills of all members of the team were used to solve problems 
collectively before deferring to the teacher (Bernard, 2001; Legal Academic Skills Centre, 
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2013). Minor conflicts within the group had to be resolved within the group; major conflicts 
were addressed with Emmy who provided direction for resolution through discussion. 
Students often used negotiation techniques to problem solve. Independent work, in a team 
environment, also encouraged individual students to attempt work themselves, before going 
to a peer member of the group for assistance prior to seeking assistance from the teacher, 
Emmy identified. This process assisted students to become independent learners.  
Bella and Emmy both addressed students’ cooperation as an important measure of 
relationship skills. In Bella’s opinion, her students demonstrated positive relationship skills 
by responding to her requests to cooperate with her, minimising time lost from learning. 
While being organised also included the self-management goal of having the required 
materials and tools for learning, Bella identified students’ willingness to be organised as a 
reflection of a positive relationship with her. This two-pronged (willingness to cooperate, and 
attention to displaying correct organisation tools) was a skill that Bella identified as being 
particularly valuable as a way she assisted students develop positive relationship skills. She 
addressed what being organised looked like in different situations at the beginning of the year 
and worked on this with the students until being organised became second nature. As 
students became more aware of what cooperation looked like through being organised, Bella, 
as the teacher, began to use substitute language with her students to encourage them to be 
self-managed. The intention to be organised (relationship skills), the cooperative aspect, 
developed into the self-managed aspect whereby students were required to have the correct 
tools for each session, for example, the term “writing equipment” encompassed blue pen, red 
pen, pencil, rubber, ruler, and scissors.  
Emmy helped her students to learn cooperation by creating random groups through the 
distribution of cards so students never pre-planned who they were going to work with. The 
cards Emmy distributed also contained a group role so students did not have any input into 
their individual job or responsibility within the team. One of Emmy’s rules for group work 
was that within each group, only the speaker was allowed to communicate with her. This 
facilitated students communicating with members of their group, or at the very least with 
their speaker because if had a problem or were unsure of anything, to achieve input from the 
teacher, first of all there had to be communication within the group. “We take turns, we make 
sure everyone’s having a go and included. We share our ideas and that helps them to start 
that idea of working with different people, getting along with different people … being 
cooperative,” Emmy said.  
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During the interview, Bella also identified that she often used the word “persisted” in 
mathematic sessions and that commenting on this behaviour rather than the answers to 
mathematic worksheets was more beneficial. When she observed a student with an incorrect 
answer, she said “I love the way you’ve persisted and you haven’t given up but you’ve 
continued to work on that difficult problem,” and noticed that the student would straighten up 
and continue trying. This developed self-management rather than relationship skills. By 
telling students “it’s great you had a go,” students knew that their work was not correct but 
that they should be proud of themselves for having tried, Bella was also building self-
awareness (confidence). However, as a member of a group, when students tried to do work 
independently, they were also developing relationship skills. The concept of developing 
relationship skills encouraged students to try independently before seeking help from others. 
It is also taught students when it was appropriate to use the group for collective reasoning.  
Emmy noted that students could be out of their comfort zones when she created her 
groups because she forestalled the natural inclination of some students to immediately choose 
a particular type of role by randomly allocating the roles students played in the groups. 
Students were required to work with their team members even when they might not be 
feeling confident in the roles they have been allocated within that group. In this way, Emmy’s 
students are given the opportunity to develop relationship skills as they learned to 
communicate and support each other.  
In summary, Bella and Emmy both helped their students develop relationship skills, 
although Bella’s interpretation of relationship skills was sometimes broad, encompassing 
aspects of other competencies. They both used group work to assist their students’ 
development of relationship skills. A major focus of this for Bella was respect for the 
belongings of others and cooperation with others. A major focus of this for Emmy was 
cooperation within the group specifically and, in doing this, she also encouraged her students’ 
to be self-aware (understand their personalities), to self-manage (manage the feelings they 
have when they and others have varying team roles and then to cooperate (relationship skill) 
with each other. At times, both teachers overlapped the development of the competencies in 
their teaching, demonstrating the connectedness or interrelationship of the competencies at 
times. 
Responsible decision making. 
Responsible decision making refers to the ability to make constructive and respectful 
choices and personal behaviour and social interactions based on consideration of ethical 
standards, safety concerns, social norms, the realistic evaluation of consequences of various 
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actions, and the wellbeing of self and others (CASEL, 2015). Both Bella and Emmy taught 
responsible decision making by guiding their students to evaluate situations, many of which 
occurred in the playground, which have resulted in negative or unhelpful emotions. Bella 
assisted students to understand what it was the students were wanting to achieve, to evaluate 
if the way they were going about it is useful and appropriate before determining other more 
positive courses of actions. “I guess just breaking down the situation again and also making 
it clear to the students well, what is it? What is it that you want to achieve and helping them 
to understand”, she said.  Emmy pointed out that it was important for students to stop and 
assess situations, to understand that appropriate behaviours varied with different situations 
and environments. “It will help them learn how to react and respond to different situations 
and in different settings,” she said. Emmy took the time to discuss possible choices for 
behaviours, “letting them know that they’re responsible for their choices. So whatever choice 
they make is going to lead them to consequences.”   
In summary, Bella and Emmy both addressed responsible decision making by teaching 
their students the process of identifying the problem, to determine courses of action and to 
evaluate the most appropriate course to take after thinking about the consequences of each 
choice. 
Classroom Climate. 
Bella and Emmy both noticed the classroom became more positive as students 
developed social and emotional learning skills. To Bella, these developments (improvements) 
were specifically noticeable during team work (Lopes & Salovey, 2004) or group work and 
when students were working independently on difficult problems. However, she noted in her 
classroom, students had her to guide them when necessary, in contrast to other environments 
of the school such as either the playground or tuckshop “…when they’re out there they don’t 
have that guidance.”  
Similarly, the biggest change Emmy observed was her students’ team work. From the 
beginning of the year when there were often difficulties amongst them, the students began to 
adopt the attitude of “I can work with anyone, you can even see someone I don’t really like 
but I’m going to work with that person today,” said Emmy. Her students had, she said, 
developed a tolerance (for others and situations they did not like), and grown in confidence as 
they recognised their expertise in some subjects and displayed a willingness to help others 
and to “share their knowledge.” Their skill in recognising their own need for help in their 
learning had also developed and her students knew that they could go to others for help. 
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“They’ll start to go to each other for support and rely on and trust each other a bit more and 
feel safe in that environment,” Emmy said.  
Emmy went on to say that she developed her classroom culture as a safe environment 
where no one humiliated another person but they helped each other, a classroom where 
“having a go” was important. Over time, she observed that students became less reserved and 
more willing to vocalise the need for assistance, for example, she said “there is one student in 
the class who has started to realize oh! It’s much better to actually say I’ve got a problem 
than to sit there going I don’t, and for him to know that he’s not going to get in trouble for 
having to ask for help.”  
In summary, a more positive classroom climate was identified by both Bella and Emmy 
as their students demonstrated well developed social and emotional learning competencies. 
Bella considered the teaching of these skills to be important in maintaining a positive 
atmosphere especially when students were required to work together in groups. Emmy 
explained that a more positive classroom climate  revealed itself in her classroom through her 
students working more successfully in groups, demonstrating more tolerance for others 
(willingness to help their peers and to share) and confidence (preparedness to take part).  
Focus Group Interviews with Students 
Four students from each of the Year 6 classrooms in the study were selected by their 
respective teacher to be involved in the focus group interviews during which they discussed 
five vignettes (see Appendix D), one vignette for each of the CASEL (2015) social and 
emotional learning competencies, namely: self-awareness, self-management, social 
awareness, relationship skills, and responsible decision making skills. Each vignette, 
designed by the researcher and approved for use by the relevant education authority, reflected 
a scenario depicting an event which would be familiar to students from their everyday school 
experiences. The responses to the vignettes were analysed to determine: (A) language 
reflecting feelings; (B) identification of the corresponding emotions; and (C) possible 
solutions. See Figure 5.2 for an overview of the analysis of the focus group interviews. 
The use of the language of feelings when describing situations in the vignettes 
demonstrated to the researcher the students’ ability to interpret non-verbal cues and know the 
language of emotions. To be able to acknowledge the emotions of the characters in the 
vignettes, language reflecting the emotion being expressed would need to be appropriately 
identified, indicating an empathetic response. The presence of empathy assists students to 
employ skills for learning in a classroom environment (Brackett & Rivers 2011); learning 
being the key function of all schools. Hence, identifying empathy provided the researcher 
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with further possible evidence of the development of the students’ social and emotional 
learning skills.  
Figure 5.2. Model for Focus Group Interviews with Year 6 Students. 
To be able to appropriately solve problems students require some development in social and 
emotional learning (CASEL, 2015). Therefore, suggested solutions to the problems featured 
in the vignettes were also analysed for appropriateness. Summaries of the analyses are 
represented in Table 5.1.  Examples of quotes from these Year 6 students are included in 
Appendix L – Table of examples of quotes relating to derived themes from Year 6 Student 
Focus Groups in response to vignettes. 
Table 5.1 
Summary of responses to vignettes from students in focus groups in School A and School B 
SUMMARY OF RESPONSES FROM FOCUS GROUPS OF YEAR 6 STUDENTS 
 A. Language    B. Emotions  C. Solutions 
 School A School B  School A School B  School A School B 
Self-Awareness Yes Yes  Yes Yes  Yes Yes 
Self-Management Yes Yes  Yes No  Partially Partially 
Social Awareness Yes Yes  Yes Yes  Yes No 
Relationship Skills Yes Yes  Yes Yes  Yes Yes 
Decision making Yes Yes  Yes No  Yes No 
Language Reflecting Feelings. 
All the students in both Focus Groups, when asked about the vignette characters used 
language reflecting feelings such as sad, lonely, bored and angry, for example, one student in 
Focus Group A said: “I think he’s feeling lonely and left out like no one wants to play with 
him ... and sad.” Similarly, a student in Focus Group B stated “he could feel angry because it 
is too hard for him.” Students also used words such as bored, happy, desperate, unhappy, 
frustrated, scared, worried, nervous, embarrassed and shy. Focus Group A students also 
picked up on non-verbal communication cues, for example, when identifying with a student 
depicted in a vignette as afraid of speaking publicly (Vignette Self-Awareness, Appendix D) 
one student said “Well, you can tell something’s wrong because she usually plays but when 
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you look at her sitting by herself you know something’s wrong. So you have to go speak to 
her.”   
Identification of Emotions. 
The “feeling” words used by Focus Group A accurately portrayed the emotions being 
reflected in the vignettes. In contrast, some of the members of Focus Group B could not 
accurately use the feeling words to describe the emotions being experienced and had some 
difficulty identifying why the characters could be feeling as depicted. For example, in 
response to the self-management vignette regarding a boy who could not do his work, there 
was general agreement that the student would feel sad, angry, frustrated but one member 
suggested that “he might be angry because something that he really likes got lost a long time 
ago and he’s still sad because it’s lost.” In the vignette, the student was becoming very angry 
with the teacher because he was continually being given work he could not do. Further 
suggestions from Focus Group B included “Maybe it’s too hot for him,” “confused” and 
“sad.” When asked “Does your face go red when you’re sad?” a Focus Group B student 
responded “Yes.” Another student suggested that Bill might have been feeling shy. When 
asked “Would your face go red because you were shy?” the student responded “No.” 
Similarly the Focus Group B student who suggested Bill was feeling confused said that his 
face did not go red when he felt confused. These students, however, had less difficulty 
identifying feelings in the scenario they had all experienced, about giving an oral presentation 
in front of the class. They could all relate to Mary, the vignette character who did not want to 
do the presentation. When asked if they got nervous when they had to speak in front of the 
class, this focus group answered “Yes” in unison.  
Solutions to Situations Reflected in the Vignettes. 
Students in both Focus Groups were able to identify appropriate solutions to the 
problems portrayed in two of the vignettes, even though the two Focus Groups approached 
problem solving in contrasting ways. In the vignette about the students wanting to go 
swimming (Vignette Responsible Decision Making, Appendix D) no focus group member 
from School A suggested individually going swimming without parental permission. The 
group suggested ways in which the student could perhaps gain permission from the parents 
before going swimming. The possible courses of action ranged from “Well if I was his friend, 
I’d go home with him to ask if, and then he’ll go ask his parents if he’s allowed to go then 
I’ll, then me and him would go back to the creek and we would go swimming. That’s what I 
would do” and “I would go with him to his house and um, wait for him” to “He’ll ask his 
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parents and if he’s allowed I’ll help him get his stuff and all that.” Each member was 
focussing on the friend with the problem not their own circumstances.  
In response to the same vignette, students in Focus Group B agreed that Billy should go 
home and request permission from his parents before going swimming. However, in contrast 
to students in Focus Group A, while some of the students suggested that they would wait for 
Billy at the swimming hole, none of them suggested accompanying Billy home to request 
permission before going to the swimming hole together. Students in Focus Group B also 
identified some very possible courses of action to help Bill who could not do his work 
(Vignette Social Awareness, Appendix D). These included “Encourage him,” “Teach him,” 
“You can tell him that, give it a try.” However, in contradiction to the above, students in 
Focus Group B also offered some solutions that were unrealistic, for example, one focus 
group student suggested “Find other people that’s lonely and they can play together,” and 
“Find him some friends.”  
In summary, the social and emotional learning competencies of self-awareness and 
relationship skills show evidence of being developed across both Focus Groups, with the self-
management competency causing difficulties in both groups but more so in Focus Group B. 
While both Focus Groups knew the relevant language, students in Focus Group A were able 
to accurately identify emotions portrayed and apply the appropriate language to describe the 
emotions. These students had been immersed and were continuing to be immersed in social 
and emotional learning. Students in Focus Group A were also able to apply more appropriate 
solutions to the problems depicted in the vignettes.  
At the time of the interviews with the teachers and the focus groups of students, 
observations of Bella and Emmy in their classrooms had commenced. The following section 
documents the results of observations by the researcher, which occurred in these two Year 6 
classrooms for nine hours over a period of five months (see Chapter 3 and Appendix J).     
2. Observations 
Observations of Year 6 Classrooms 
The results reported in this section are from the analysis of the audio-recordings of 
classroom observation sessions and field notes. A cross-examination of the field notes made 
by the co-observers revealed a distinct similarity regarding the nature of the observations 
made by both the observer (the researcher) and the co-observer. The results are organised into 
(A) Social and emotional learning language; (B) Classroom climate; and (C) Other 
observable techniques to direct and support students. Figure 5.3 provides an overview of the 
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analysis of the observations with common themes highlighted in red, themes specific to Bella 
(School A) highlighted in purple, and themes specific to Emmy (School B) highlighted in 
green. 
Figure 5.3. Model showing analysis of Observations with Teachers Year 6. 
Social and Emotional Learning Language. 
The analysis of the data collected during the observation sessions revealed that both 
Bella and Emmy used social and emotional learning language when communicating with 
their classes (see Table 5.2), that is, language which reflected the building of social and 
emotional learning competencies and their specific underpinning skills. The language was 
categorised according to the CASEL social and emotional learning competencies, namely 
self-awareness, self-management, social awareness, relationship skills, and responsible 
decision making (see Table 3.4 for descriptions of the competencies).   
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Table 5.2 
Examples of teachers’ language reflecting social and emotional learning skills development 
CASEL  
COMPETENCY 
TEACHER LANGUAGE 
Self-Awareness 
Bella 
Thank you for having the confidence to speak in front of the class.  
That’s great that you’re having a go and that you’ve got the confidence to do 
that in a small group, that’s really good. 
It’s good to see people who were too shy to give an answer earlier this week 
speaking confidently in their small groups. 
Emmy 
I want you to think about what you can do better. And that’s you personally, 
I want you to think about what you can do better. 
I don’t want you telling the person next to you “you need to do this better.” 
It’s what you think you could do better. 
One thing I did really well yesterday, and I was really proud of … 
Self-Management 
Bella 
Great to see … people getting organised …putting all of their things away. 
Love the way people are being persistent with those dictionaries. I can see 
people struggling from here but keep at it! 
…stay here for a little bit and I just need you to calm down. 
You can’t work; you can’t give me your best work if you are. 
Emmy 
Grade 6, I’m really pleased with the way you’re working this 
morning…people are referring back to their paragraphs; they’re focussed on 
their own work, they’re not worried about other people. 
I don’t know. We’ll work it out and when he’s calmed down and ready to 
talk about.   
Social Awareness 
 
Bella 
Guys, I can’t hear you in the lab, in that room, so there’s improvement there, 
nice work. 
And you know what … thank you for offering, because you don’t normally; 
I like the way you are helping her out. 
I like the way he’s offered to help …  
Emmy 
Most of you, I saw beautiful work in the library from some of the children 
who were sitting there reading sensibly. So there are some people who are 
really responsible, really safe and respectful. 
Some others of you could probably reflect on your behaviour yesterday and 
think that maybe there is something that you could do differently. 
Relationship 
Skills 
Bella 
Listening to one another, good. No, stop wait until you have everyone’s 
attention. Okay, good. I was impressed with how quickly you got yourselves 
sorted, compared to last time, you guys have improved a lot. 
I love the way … ignoring whatever …. saying and getting on with whatever 
he’s supposed to be doing. 
Emmy 
It is absolutely great that you’ve got it started but remember you’re got to 
work with your team. So stop playing with your pencil, listen to their ideas 
and share your ideas. 
Watch your noise … need to be moving quietly. We’re not going anywhere 
because we’re not in our line and I’ll wait. Thank you, that’s wonderful. 
Responsible 
Decision Making 
Skills 
Bella 
It’s to keep you safe, it’s to keep them safe. 
Guys, I can’t hear you in the lab, in that room, so you’re improvement there, 
nice work … Participate.  
Close your mouth … and have a think first. Waiting nicely is a good way. 
Great to see you taking part and listening, thank you.  
Emmy 
I like that you chose to play a silent game while you’re waiting, but it’s time 
to stop it.  
Grade 6, please be considerate of the fact that the other grade sixes are 
working.  
Let’s not do that because it’s not safe. I want people thinking.  
 
While social and emotional learning language was evident in both Bella’s and Emmy’s 
classroom, the use of this language was more evident with Bella (School A) as shown in the 
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comparison of the frequency and nature of the language used by the two teachers during the 
observational data collection sessions (see Table 5.2). Table 5.3 presents an aggregate of the 
frequency of use of specific social and emotional learning language used during the 
observation sessions over the data collection period. As demonstrated in this table, self-
management interactions were used more frequently in Bella’s classroom while language 
reflecting relationship skills was more frequently used by Emmy. The frequency of both 
Bella’s and Emmy’s comments (see Table 5.3) reflected that building social and emotional 
learning skills was more evident during Session 1, the first two hours of the teaching day, 
rather than during Session 2, the middle two hours of the teaching day.  
Table 5.3 
Frequency of Use of Specific Social and Emotional Learning Language 
 
COMPETENCIES 
SCHOOL A  SCHOOL B 
Session Total  Session Total 
1 2   1 2  
Self-Awareness 26 33 59  10 2 1 
Self-Management 67 20 87  19 17 36 
Social Awareness 25 24 49  3 1 4 
Relationship Skills 20 11 31  42 18 60 
Responsible Decision Making 2 5 7  19 7 26 
TOTAL 140 93 233  93 45 128 
 
Both teachers, during Session 1, were also proactive in their approach to developing the 
behaviours they wanted to see. Comments from Bella were also reflective and encouraging in 
nature during this session, the first two hours of each day. She reflected and evaluated 
previous behaviour, for example, “Last week there were some things that we needed to 
improve on and it’s great to see that people have tried hard. Things like waiting nicely, 
taking turns, listening and getting along …” and “Excellent, I really liked how you guys were 
getting along back there. Everyone was taking turns, that’s fantastic.” In comparison, 
language used by Emmy at the beginning of the day, Session 1, was also reflective and 
encouraging, for example, “I want you to think back to yesterday afternoon, some of you were 
marvellous. Most of you, I saw beautiful work in the library from some of the children who 
were sitting there reading sensibly. I also witnessed a child who probably had a situation he 
could have reacted to, but chose to ignore it” and “I have another child who very sensibly 
told me about a situation, he wasn’t silly about it.” In contrast, however, Emmy used far less 
social and emotional learning language than Bella in both sessions 1 and 2.  
Session 2 occurred between first and second breaks, the middle of the day. Analysis of 
Bella’s session 2 comments indicated they were more corrective (reactive) in nature and 
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incorporated reminders of behavioural expectations, for example, “Are you helping the group 
or not? Shut the books” and “How are you helping your group?  Waiting nicely is a good 
way,” “Because this tells me you weren’t listening, you haven’t been listening a couple of 
times. If you were listening the first time, you would have got it right straight away.” 
Similarly, analysis of Emmy’s session 2 comments indicated they were also more corrective 
in nature and also incorporated reminders of behavioural expectations, for example, “Your 
bottom needs to be on your chair.” “Grade 6, that noise level is not appropriate. If we are 
packing up we don’t need to make that noise. The noise level is not something that I am 
happy with” and “if I have to speak to you again about making noise that is unnecessary you 
will need to leave the room, do you understand?”  
Classroom Climate. 
Field notes and audio-transcripts of observations were also analysed to assess the 
overall classroom climate which included respect and cooperation, students’ motivation and 
morale and tone of the teacher (see Appendix G). The classroom climate is a key factor in 
successfully addressing the building of social and emotional learning competencies (Redding, 
& Walberg, 2015). A classroom in which social and emotional learning competencies are 
being actively addressed is an environment where students have the opportunity to build their 
self-efficacy promoting respect for self and others and therefore cooperation; an environment 
where students are encouraged to learn without fear of failure; an environment where the 
teacher is warm, welcoming and accepting (Redding & Walberg, 2015; Zins, et al., 2004).  
Respect and cooperation. 
Both Bella’s (Year 6, School A) and Emmy’s (Year 6, School B) students were 
respectful to and cooperative with their teachers. From analysis of the observation 
transcriptions and field notes it was revealed that both classrooms had a lot in common. At 
the commencement of each session, Bella reminded her students of behavioural expectations 
during the coming activities. These included expected behaviours when interacting with peers 
and the learning skills she expected them to demonstrate, such as listening and cooperating 
with members of the group. Her students spoke respectfully and gave their full attention to 
her when she spoke to them. Students were also respectful of their peers, looking at them and 
listening to them when they addressed the class. Students had been taught the meaning of 
cooperation through team work and responsibility and that it meant different things for 
different activities, for example, expected students’ behaviours and responsibilities when 
working independently in the computer room were different from expected behaviours and 
responsibilities as a member of a team. These behavioural expectations and responsibilities 
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were taught through daily practice as students were organised into both group and individual 
activities. When participating in group work, each group became a team and a team leader 
was selected. It was the duty of the team leaders to ensure that all students in their teams 
participated, and they helped each other. Emmy’s students were, for the majority of the 
duration of the observation sessions, cooperative with her and followed her directions. During 
the observation sessions, Emmy was always spoken to respectfully by her students and she 
was respectful when addressing them as noted when she requested permission from a student 
to show that student’s work to the class. Her students mostly listened to her and only rarely 
were there occasions during the observation periods when Emmy raised the volume of her 
voice as a means of drawing students’ attention to inappropriate behaviour and to redirect an 
activity; typically, her voice was at a level of friendly communication.  
In Bella’s classroom, generally the noise level was low. This was facilitated through a 
noise monitor who was appointed in each group whose job it was to ensure that students in 
the group kept noise to a minimum. Students talking inappropriately in a group were not 
reprimanded by the teacher but she would draw the attention of the noise monitor to the noise 
level pointing out that the noise monitor was not carrying out the responsibilities of the role. 
In contract, Emmy’s students could on occasion be noisy but attention to both the teacher and 
the activities was mostly observed once students settled. Emmy minimised the loss of 
valuable teaching time by quickly re-engaging students in their learning when necessary; on 
occasions by diverting their attention temporarily to a different activity. After some time on 
this diversion, as students became more settled and ready to learn, their attention would be 
redirected back to the original activity.   
During the course of a session, Bella’s students were self-directed; they also knew how 
to transition between activities. Bella used a bell as a warning that the activity was about to 
conclude. Two rings of the bell a short time later informed students that there were 20 
seconds in which students were expected to become organised by packing up their things. 
The end of this time was indicated by three rings of the bell, denoting it was time to transition 
to the next activity and to quickly become organised. This process minimised Bella’s use of 
her voice and provided the students with opportunities to develop the necessary skills through 
needing to think through the process individually. They needed to think what each bell sound 
meant, to determine the next required activity and to organise themselves. Simultaneously, 
Bella often quietly commented on either the appropriate social and emotional learning skills 
students were displaying or on the social and emotional skills she wanted to see the students 
displaying. She acknowledged students’ efforts, reminded them of listening skills and of what 
it meant to be organised for a particular activity. In contrast, Emmy’s students were still 
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learning to be self-directed. They were practising routines and were constantly being 
reminded by their teacher of processes and expectations through visual demonstrations of 
where to find equipment they would need to become organised, sanitising hands on the way 
out of the classroom for lunch,  
In Emmy’s classroom, respect to students was also demonstrated through trust. It was 
accepted that students could eat in the room at will on condition that the food eaten was 
“brain food.” Brain food is a term commonly used with primary students to identify food 
such as vegetables and fruit and many primary schools have a timetabled “brain food” break 
when students eat fruit and vegetables contributed by them for sharing. Students were not 
observed abusing this trust and were often seen eating their brain food of carrot sticks, celery 
and pieces of fruit. These eating opportunities were never observed by the researcher as 
opportunities to behave inappropriately. Emmy had two guinea pigs in her classroom. The 
benefits of small pets in classroom are documented (Meadan, et al., 2010) and these guinea 
pigs were used to calm students and help them to stay settled during class sessions. Students 
were able to take a guinea pig from the cage and put it on the desk whenever they wished. 
During times when Emmy required intense listening and concentration from her students, 
students could cuddle and stroke the guinea pigs. This assisted those students who had 
difficulty in focussing to self-manage, especially students who had difficulty being still, by 
providing them with an acceptable activity for their hands allowing them to focus on the 
teachers’ words. These classroom pets, also provided the teacher with a medium to develop 
empathy in students as they cared for and attended to the wellbeing of the guinea pigs as well 
as provide the students with the opportunity to develop a sense of responsibility to others.   
In summary, respect was developed and encouraged in both Bella’s and Emmy’s 
classrooms. However, because of the greater frequency with which Emmy was required to 
stop teaching and address issues of respect, it was more obvious in Bella’s classroom. Bella 
and Emmy both encouraged and helped their students to develop these skills through 
behavioural expectations of listening and maintaining an acceptable level of noise in the 
classroom. Respect for the belongings of others, furniture and equipment was also 
demonstrated in both classrooms. These two teachers taught their students to be cooperative 
through teaching classroom routines and while the students at School A were always self-
directed, the students at School B were also working towards this goal. In contrast, Emmy’s 
students were also taught respect through the trust she placed in them especially to be self-
directed when eating in class or managing the classroom pet.   
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Motivation and morale. 
“Students are expected to participate actively in the school’s education program … take 
responsibility for their own behaviour and learning” (Education Queensland, Better 
Behaviour Better Learning, p.2), Table 5.4 identifies observable characteristics regarding 
motivating and morale displayed by Bella’s and Emmy’s students. Both teachers modelled 
the behaviours they wanted to see from their students with Bella and Emmy demonstrating 
the calm, friendly and enthusiastic emotions they expected to see.  
Students in Bella’s classroom were enthusiastic and interested, demonstrated by their 
willingness to participate to the conclusion of each activity, never complaining about what 
they had been asked to do. Her students were given and accepted responsibility, for example, 
when she asked students to tidy the computer room she reminded them that it was their 
responsibility not the teacher aide’s.  
The level of motivation and morale in Emmy’s classroom fluctuated as some students 
alternatively displayed enthusiasm and restlessness. Sometimes, students were slow to 
respond to the teacher’s questions but with the teacher’s frequent reminders and 
encouragement to settle and engage, the majority of students became involved. There were a 
few students who did not always want to immediately participate, for example, when sitting 
on the carpet, they would not be following the activity but looking around for distractions. At 
other times, especially when on the carpet, these same students would need to be separated in 
order to minimise distracting each other so that the class activity could continue. While these 
students did not actively distract the whole class, learning was nevertheless disrupted while 
the teacher re-grouped students to maximise participation. As with Bella, Emmy’s quiet and 
measured voice demonstrated the calmness she was wanting from the students. When it was 
necessary to redirect students from an activity to a diversion for a while, she did not raise her 
voice but accepted that she had temporarily lost the students’ concentration, distracted them 
for a while and then returned to the activity she was teaching. This was carried out in the 
same calm manner. She did not display anger with the students but acknowledged a 
temporary disruption, transitioning them as necessary.  
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Table 5.4  
Student demeanour and understanding of behavioural expectations  
Criteria Teacher Observable Characteristics 
Student 
Demeanour 
Bella 
Happy and cooperative in the room 
No inappropriate calling out or laughing 
Mature behaviour 
Transitions to activities were quiet and with minimal disruption. 
Emmy 
Sometimes unfocussed but atmosphere remained positive and the 
majority of students ignored disruptive behaviour of a few other 
students around them 
Understanding 
Behavioural 
Expectations 
Bella 
Behavioural expectations were made clear to students at the 
commencement of sessions and activities. 
Students were discouraged from choosing to leave the room and 
knew the expectation was that lost time had to be made up.   
Emmy 
Behavioural expectations were made clear, and modelled where 
possible, to students and demonstrated at teachable opportunities. 
Expected behaviours from younger students (mentees) were 
discussed including acknowledgement of appropriate behaviour 
from mentors.  
 
 
In summary, Bella and Emmy both demonstrated the social and emotional learning 
competencies they were assisting their students to develop. Bella’s students accepted 
responsibility and mostly reflected the same demeanour as their teacher. Emmy’s students 
were slower to respond but with persistence from their teacher, they mostly became involved 
and completed their activities. Emmy used distraction and re-direction as a means of 
diverting her students providing an opportunity for them to settle before continuing with the 
activities.  
Tone of teacher. 
Both Bella and Emmy used a warm, non-threatening voice. Bella’s voice was also quiet 
but firm and only once during the observation sessions, did the researcher observe a raised 
volume of her voice. When she needed to discuss an activity at length, Bella requested the 
students sit on the carpet at the front of the room. Here she was able to have discussions in 
the same quiet but firm voice. Emmy’s tone of voice was also relaxed, but firm. She was 
organised for her lessons and she used this relaxed tone of voice to indicate to students that 
she had clear behavioural expectations of them for each activity they undertook as follows: “ 
… is ready, he’s all organised. Have all your equipment out, be prepared. I don’t want 
people digging through their desks during my lesson.” At times, she communicated with 
them in a personal way: “If we have a look at our calendar we can see, oh … is there 
something you forgot to tell us today?  Is it your birthday? Should we sing you a song now or 
would you like us to sing later?  Later?  It’s her birthday so she gets to choose…don’t let me 
forget … .” This was done in a friendly but not familiar manner. There was a warm openness 
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from Emmy and she was very inclusive in her language. She talked about “we” and “our” as 
in “we will be putting it all together ready for our English assessment.” 
Bella circulated amongst her students, speaking as she went, sometimes directing her 
comments to students within close proximity and at other times speaking to the whole class. 
Bella spoke from the front of the room to give overall directions when organising students for 
a new activity. She spoke softly to the students, and used her warm, friendly voice when 
greeting them for the first time each morning. Because of the organisational and procedural 
systems used by the teacher, especially the use of a small hand-held bell, the use of her voice 
was minimised when drawing the attention of her students. The noise level in the classroom 
was, at its highest, still low further minimising the need for the teacher to raise the volume of 
her voice. This teacher acknowledged student individuality and used an encouraging voice 
when they began to achieve in areas where they had previously been experiencing difficulty. 
From the first observations, “Great to see all these hands go up. These people are wanting to 
have a go and I’m really excited about this. I’m excited that these people are remembering. 
I’m glad ... had a go. She was so close but … got it right. Be proud of your work guys. It’s 
great to see that so many of you are taking care of your books, writing nice and neatly. Nice 
work.” In contrast, Emmy stood at the front of the room and spoke to the class as a whole 
more often. Emmy relied on the use of her voice to organise, settle, engage and transition 
students and, because of this, her voice often dominated the classroom – firm but not 
shouting.   
In summary, both teachers were warm and non-threatening in the manner in which they 
communicated with their students. Bella’s procedures enabled her manner to be less intrusive 
than Emmy who relied on her voice to facilitate each session.  
Other Observable Techniques to Direct and Support Students. 
Non-verbal communications. 
Non-verbal communications play an important role in emotional development as 
attention to the communicator’s non-verbal messages assists the listener to clarify the 
intention of the speaker and also make what is being spoken more interesting (Hinde, 1972). 
Students’ ability to identify non-verbal communications is an important aspect of their ability 
to assess situations. Bella and Emmy both used their physical proximity as a means of non-
verbally communicating with students. Bella used her physical proximity with individual 
students as a means of drawing their attention to expectations and as a reminder that she was 
“watching.” As a means of alerting students who were unsettled and not working at 
completing the required activity, Emmy would use her physical proximity by approaching 
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students quietly using her presence to draw their attention to the fact that they were not 
working. No words were exchanged. Emmy would also use her presence to ensure that a 
request was carried out. For example, when a student’s work was not neatly written, she 
requested that the work be erased and redone while also explaining that the student was not 
being sensible and discussing the meaning of sensible in the context of the student’s work. 
She would then use her physical proximity to the student to encourage the student’s 
cooperation with the request of erasing and redoing the work.  
When addressing their classes as a whole, both teachers positioned themselves at the 
front of the room. Bella did this mainly at the commencement and conclusion of a session as 
students were self-directed, guided by a bell during the session. In contrast, Emmy stood at 
the front of the room more frequently as her class required more overall direction during 
sessions. Emmy’s manner indicated that she was the person in control of the room, as 
demonstrated by waiting at the front of the room observing procedures when students 
transitioned to another activity, or while waiting for students to carry out her instructions. 
As well a variety of other non-verbal communication techniques were employed by 
Bella. Most frequently she used eye contact. Eye contact was employed by Bella in two 
ways: firstly, as a means of gauging when students were ready to learn and secondly as a 
means of drawing an individual student’s attention to the need for changed behaviour, 
thereby empowering the student to silently address the required change. Placing of hands on 
the hips by Bella while facing the students provided a reminder to them that something 
needed to be attended to and that she was waiting impatiently. The students picked up on 
these cues very effectively. During teaching sessions, Bella watched her class as they worked, 
hence students knew it would be quickly noticed if they did not cooperate or were not 
working as expected.  
Where possible and practicable, Emmy silently demonstrated the behaviour she 
required of students. During a session, when she wanted to remind the students of the need to 
raise their hands to answer or interact, Emmy also raised her hand. When reminding students 
of the need to use hand sanitiser after touching the guinea pigs or when going to eat, she 
would quickly demonstrate how to use the sanitiser before returning to the desks or just prior 
to exiting the room. Such demonstrations were both visual and non-verbal reminders of both 
the need for such tasks and how to carry them out. Other non-intrusive non-verbal reminders 
to students included the use of resources with which the students were familiar. She would 
point to the resource as a reminder that this is what you do next, or this is what you use next. 
Students quickly picked up on the non-verbal cues.  
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In summary, both Bella and Emmy used non-verbal communication techniques when 
interacting with their students. They both used proximity, their physical presence, as a non-
verbal means of encouraging participating and cooperation from students. As well, Bella also 
used her eyes and in contrast, Emmy used visual demonstrations of the behaviours she was 
expecting. 
Use of reprimands. 
Reprimands in a classroom where social and emotional learning competencies are being 
developed should be rare. Rather, consequences to behavioural choices are implemented and 
these should not be punitive (Bear & Watkins, 2006, Bear et al., 2015). Reprimands in 
Bella’s classroom were few. Students need to be aware of and understand behavioural 
expectations (Marzano & Brown, 2011). Pre-empting the possibility of any misbehaviour, 
Bella and Emmy both reminded the students of the behavioural expectations in her classroom 
at the beginning of teaching sessions (see Table 5.4). These behavioural expectations 
included transitions between activities, moving between locations in the school and transition 
to and from lunch breaks. Both classes of students were also encouraged to self-evaluate their 
behaviour as well as their commitment to tasks.  
In Bella’s classroom, students were encouraged to not only self-evaluate but also take 
full responsibility for their behaviour. At the beginning of many sessions, teams were formed. 
Membership of the teams was at the discretion of the teacher. Each team had approximately 
five members who were required to select a different team leader and a different noise 
monitor with each formation. At the end of these sessions, there was a “report back” period 
when the team leaders were required to report on the work of their teams during the session. 
These oral reports were a summary of their teams’ achievements during the session and 
included a student evaluation of things the teams did well and things the teams could 
improve. On occasions when the team leader indicated that the team talked too much, there 
was no reprimand from the teacher but she facilitated group evaluation. An example of this 
comes from Observation 1: the teacher asked “Why did your group not work so well?” and 
after the reply from the student team leader, she commented “That means the noise monitor 
was not doing the job.” In this way, the teacher delegated responsibility for students’ 
behaviours away from herself while simultaneously assisting her students to develop social 
awareness in their responsibility to others, relationship skills through working with others in a 
group, self-awareness by the requirement for students’ to demonstrate confidence through 
reporting to the class.  
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“Report back” occasions also provided the teacher with an opportunity to remind 
students about the meaning of and practise of respect to their peers as demonstrated when the 
teacher encouraged respect by making the comment to the class as a whole “Listening to one 
another, good!”  Being active in this manner minimised occasions when the expectations 
were not reached.  
In contrast, in Emmy’s classroom, responsibility for behaviour rested with the 
individual students and Emmy. Reminders regarding the need to change behaviour occurred 
when the students were talking during activities and when it appeared they were unsettled. 
Emmy used reprimands in the form of reminders about the need to change behaviour and 
when necessary she would administer consequences, for example, after frequent reminders to 
student(s). These interactions often involved the same student(s) but on other occasions were 
isolated incidences. The nature of the consequences varied but included isolation from other 
students but within the room:  
you need to stand up, you need to take your things and you need to sit at the back 
desk. Do you understand why I moved you away? You’re not focusing when other 
people are there and I know you like to share ideas and you get excited about things 
but I just need you to focus for now so this is only for the next maybe 5 to 10 minutes 
until we start our English time. I love that you’ve done one [referring to the student’s 
activity].  
The teacher redirected the student’s attention, explained the purpose of the redirection 
while simultaneously encouraging the student’s work. Using the Schoolwide Positive 
Behaviour Support behaviour process, consequences also included loss of privileges within 
the classroom where students, at the request of the teacher, had to shift their names on a chart 
which meant loss of class privileges to that student. Once again these requests were mostly 
isolated incidences. During the observation data collection sessions, it was not necessary for 
students to attend a different classroom, a consequence most students did not want.   
In summary, both the teachers had created classrooms with attributes necessary for the 
development of social and emotional learning skills. They pre-empted their students’ 
behaviour through reminders of expectations and student evaluation of their own behaviour in 
a group and the resulting consequences minimised the need for her to reprimand. Bella’s 
students were required to take the responsibility for their behaviour squarely on their own 
shoulders. While Emmy encouraged self-evaluation, the nature of student incidences in her 
classroom required her at times to enforce consequences. When this was necessary, Emmy 
adhered to the process which is part of schoolwide positive behaviour support: in the instance 
described above, warnings, traffic lights and in-class time-out.  
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3. Surveys of Students’ Social and Emotional Learning Competencies 
Surveys (see Appendix H) reflecting the perceived development of the social and 
emotional learning competencies, namely, self-awareness (SEA), self-management (SEM), 
social awareness (SOA), relationship skills (RES) and responsible decision making (RED) 
were completed by Bella and Emmy at the commencement and conclusion of the data 
collection period for each of their students. Appendix M lists the data, to two decimal places, 
provided by the two teachers for each of their students. To address the development in each 
of the two Year 6 classes from Time 1 (commencement of the data collection period) to Time 
2 (conclusion of the data period), paired-samples t tests were conducted. During the interlude 
between Time 1 and Time 2, teachers were delivering the regular school curriculum. Bella 
(School A), unlike Emmy (School B), was formally building social and emotional learning 
competencies through the delivery of You Can Do It! Education. The students in this 
classroom had experienced the implementation of this program for at least the two years prior 
to the collection of data. The results of the t tests, Year 6, are tabulated in Tables 5.5 (School 
A) and 5.6 (School B). One outlier was identified at Time 1, Year 6, School A (see Appendix 
M). While this student’s score at Time 1 was slightly below the cut off for identifying 
outliers, this student’s score at Time 2 was within the normal range and was not identified as 
an outlier (though it was still ranked lowest in the group). This indicates that this student is 
likely to be at the tail end of the distribution of the population on this measure, and it is 
unlikely that the score at Time 1 is due to measurement or experimental error.  
Effect size, d, expressed as a decimal numeral, can be described as a numeric way of 
measuring the strength of a relationship (Gay et al., 2009). In this study, effect size measures 
the magnitude of the difference in the development of social and emotional learning skills in 
students during the data collection period. A large effect size is one which is greater than 0.8, 
a medium effect size is one which measures over 0.5 and a small effect size measures over 
0.2 (Cohen, 1988). The effect sizes are also tabulated in Tables 5.5 and 5.6 below. 
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Table 5.5  
Means, Standard Deviations and paired sample t tests and Effect Sizes for Year 6 School A at 
Time 1 and Time 2 
 
School A 
t 
 
p d Time 1 Time 2 Paired  
M (SD) M (SD) M (SD) 
SEA 4.603 (.607) 4.285 (.503) .319 (.590) 2.913 .007** .541 
SEM 4.535 (.677) 4.569 (.586) -.034 (.452) -.411 .684 -.076 
SOA 4.552 (.874) 4.632(.566) -.081 (.595) -.731 .471 -.136 
RES 4.741 (.470) 4.672 (.535) .069 (.359) 1.034 .310 .192 
RED 4.448 (.900) 4.672 (.539) -.224 (.606) -1.001 .056 -.370 
NB: SEA = Self-Awareness, SEM = Self-Management, SOA = Social Awareness, RES = 
Relationship Skills, RED = Responsible Decision making; df = 28; p = <.001***; p <.01**; 
p <.05*.  
 
An examination of Table 5.5 shows that, with School A, in four of the competencies 
(SEM, SOA, RES, and RED) there were no significant differences in the means at Time 1 
and Time 2. A possible explanation for this is the “ceiling effect” described by Salkind 
(2010) as the situation when the majority of participants score in the upper limit for potential 
responses. In this case, the upper limit for each competency was a score of 5, and the Year 6 
class of School A scored means close to 5 for these social and emotional learning 
competencies at both the commencement and conclusion of the data collection period. 
However, further examination of Table 5.5 shows a p value of .007 for self-awareness (SEA) 
indicating there is a statistically significant difference between Time 1 and Time 2 in the 
development of this competency for Year 6 students, School A. In the case of this 
competency, Bella’s School A, Year 6 class scored lower (though still above 4 out of a 
possible 5) at Time 2, the conclusion of data collection. The magnitude of the change in self-
awareness for Bella’s students was medium (.541) as recorded in Table 5.5. In a personal 
conversation with Bella, she indicated that this could be because she had higher expectations 
of her students at the end of the data collection period, compared to the commencement of the 
data collection period as the tables are based on surveys of the teacher’s perceptions of the 
development of students’ social and emotional learning competencies.  
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Table 5.6  
Means, Standard Deviations and paired sample t tests and Effect Sizes for Year 6 School B at 
Time 1 and Time 2 
 
School B 
t 
 
p d Time 1 Time 2 Paired 
M (SD) M (SD) M (SD) 
SEA 3.307 (.602) 4.125 (.879) -.818 (.547) -7.022 .000*** -1.497 
SEM 3.375 (.941) 3.955 (1.100) -.580 (.811) -3.353 .003** -.715 
SOA 3.395 (.614) 3.969 (.991) -.575 (.636) -4.239 .000*** -.904 
RES 3.364 (.801) 4.136 (.918) -.773 (.711) -5.098 .000*** -1.087 
RED 3.318 (.894) 3.955 (.999) -.636 (.727) -4.107 .001** -.876 
NB: SEA = Self-Awareness, SEM = Self-Management, SOA = Social Awareness, RES = 
Relationship Skills, RED = Responsible Decision making; df = 21; p = <.001***; p <.01**; 
p <.05*.    
 
An examination of Table 5.6 shows that, with School B, there were significant 
differences in the means for each of the five competencies (SEA, SEM, SOA, RES, and 
RED) from Time 1 and Time 2 with the means at Time 2 being higher with p values of .000, 
.003, .000, .000 and .001 for self-awareness (SEA), self-management (SEM), social 
awareness (SOA), relationship skills (RES) and responsible decision making (RED) 
respectively.  The corresponding effect sizes range in magnitude from medium (SEM, RED) 
to large (SEA, SOA, RES). As there was no formal social and emotional learning program in 
School B, this could indicate that Emmy’s personal teaching methods of using language 
which reflected social and emotional learning during the delivery of the normal school 
curriculum had a positive effect on students’ development. 
4. Student Behavioural Records 
The two teachers, Bella and Emmy, were in possession of their school’s Responsible 
Behaviour Plan for Students (http://education.qld.gov.au) which provided a description of 
behaviour infractions as well as a matrix showing examples of the behaviours. Based on these 
documents, behavioural records were kept as required by the school; that is, by the classroom 
teacher and the administration office.   
Comparison of disruptive behaviours in Bella’s and Emmy’s classrooms highlighted 
differences in referable behaviours between the two school environments as well as those 
causing short and long school disciplinary absences, that is suspensions from school. The 
relevant school disciplinary absence data, based on the same identified grounds for 
suspension behaviour categories used by both schools, were collected from each school at the 
conclusion of the data collection period.   
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Minor Infractions 
Table 5.7 provides an overview of the student behavioural misdemeanours during the 
data collection period, which were considered to be minor. From Bella’s class, three minor 
infractions were recorded for five different students, in three incidences during the data 
collection period. None of these incidences occurred in the classroom. Two students were 
reported for unsafe behaviour on one occasion, one student was reported for physical 
contact/aggression on one occasion and two students were reported for physical 
contact/aggression on one occasion. The unsafe behaviour incident occurred in the 
playground, the physical contact/aggression incidences occurred in after-school care in a 
supervised closed environment and during transition between study environments. One of the 
minor incidences was reported by Bella and one each by an administration officer and a 
teacher’s aide. The playground incidence occurred at first break, the longest break in the 
school routine occurring between sessions 1 and 2; the transition infraction occurred during 
the afternoon session, that is, session 3 and the other infraction occurred after school during 
an after-school care program.  
Table 5.7 
Summary of Minor Infractions, Year 6 School A and School B 
School 
Number 
incidences 
No 
Students 
Location Type and frequency of incidence 
A 3 5 Playground 
After-school care 
Transition 
Unsafe behaviour (1) 
Physical aggression (1) 
Physical aggression (1) 
B 62 11 Classroom Not following directions (18) 
Verbal misconduct (14) 
Task refusal (10) 
Interfering with others’ learning  (8) 
Physical aggression (4) 
Unsafe behaviour (3) 
Leaving work area/classroom (2) 
Threatening behaviour (1) 
Inappropriate use of technology (1) 
Vandalism (1) 
 
During the data collection period, Emmy recorded 11 different students in her class 
who were involved in 62 incidences, identified as minor infractions. All these incidences 
occurred in the classroom or in a classroom setting, for example, the computer room. In this 
class, 18 infractions involved not following directions, 14 minor infractions were verbal 
misconduct, 10 task refusal, eight interfering with others’ learning, four physical aggression, 
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three unsafe behaviour, two leaving the classroom, one threatening behaviour, one 
inappropriate use of technology, and one vandalism.  
While there was a total of 11 students involved in the minor incidences in Emmy’s 
class, four students were reported for one infraction each: not following directions, unsafe 
behaviour and verbal misconduct. Each infraction was reported by the classroom teacher. 
Four students had between two and six infractions which included task refusal, physical 
aggression, threatening behaviour, not following directions, interfering with others’ learning 
and verbal/non-verbal misconduct. Not following directions and verbal/non-verbal 
misconduct were the most frequently occurring infractions. Three students were involved in 
over six misbehaviours which immediately placed them in the third tier of the three tiered 
system of prevention as identified in Schoolwide Positive Behaviour Support. One student 
incurred 21 of these infractions, one student incurred 13 of these infractions and another 
student incurred 7 of these infractions with task refusal, not following directions and 
verbal/non-verbal misconduct being the most frequently occurring misdemeanours. All 
infractions occurred either in the classroom or in a classroom setting, (e.g., a computer room, 
library) and were reported by either the classroom teacher, or sometimes the pre-service 
teacher. The majority of the infractions occurred during the last session of the day.  
Major Infractions 
Table 5.8 provides an overview of the nature of the occurring infractions which are 
considered to be major. None of the major infractions occurred in the classroom at either 
school. 
Table 5.8 
Summary of Major Infractions, Year 6 School A and School B 
School 
Number 
incidences 
No 
Students 
Location 
Type and frequency of 
incidence 
A 1 3 Playground Physical aggression (1) 
B 3 2 Playground 
Multi-purpose undercover area 
Physical aggression (2) 
Unsafe behaviour (1) 
 
From the class observed in Year 6, School A, three students were involved in one major 
incident during the data collection period. The incident was recorded as physical 
contact/aggression and occurred in the playground. From the class being observed in Year 6, 
School B, during the data collection period, one student was involved in two major 
infractions (physical aggression) and one student was involved in one major infraction 
(unsafe behaviour). The physical aggression incidences occurred in the playground before 
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school and the unsafe behaviour incident occurred in the multi-purpose undercover area, one 
during each of the breaks.   
The total number of major infractions at School A for the data collection period was 
227. The School A Year 6 class involved in this study contributed to the total number of 
major offences of 0.4%. The total number of major infractions at School B for the data 
collection period was 423. The School B Year 6 class involved in this study contributed to 
the total number of major offences of 0.7% which is equivalent to twice as many as School A 
where the social and emotional learning program is taught. Jones et al. (2015) documents less 
behavioural problems and improved engagement in learning as two of many benefits of 
implementing social and emotional learning programs.  
Schoolwide Positive Behaviour Support was being practised appropriately in Year 6 
classrooms at both School A and School B. However, far fewer infractions occurred in the 
Year 6 classroom which had been immersed and was continuing to be immersed in social and 
emotional learning through You Can Do It! Education. Students in this classroom had highly 
developed social and emotional learning competencies. At School A, two of the students 
were involved in both minor and major infractions described above and were therefore 
categorised in the second tier of the Three Tiered System of Prevention. The other four 
students were each involved in one infraction so they were categorised in the first tier where 
the majority of students in the school are located.  
In summary, Year 6 students who were in Bella’s classroom (School A) where there 
was a social and emotional learning competency development program, You Can Do It! 
Education demonstrated fewer infractions and none of the infractions, neither minor nor 
major, occurred in Bella’s classroom. In spite of the large number of minor infractions in 
Emmy’s classroom at School B, her students developed social and emotional learning 
competencies. It would seem, the positive classroom climate created by Emmy minimised the 
disruption caused by these infractions. More teaching time is an advantage in those 
classrooms where students demonstrate highly developed social and emotional learning 
competencies (Durlak et al., 2011; Panju, 2008). In this study, more teaching time was 
available in School A where there were fewer causes for interruption and where the students 
had highly developed social and emotional learning competencies and where there was more 
evidence of language reflecting the development of social and emotional learning 
competencies.   
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Chapter Summary 
Analysis of the interviews with Bella and Emmy and the observations of them within 
their Year 6 classrooms, provided the researcher with commonalities and differences in the 
teachers’ understandings of social and emotional learning competencies as well as the way in 
which these competencies were represented in their classrooms. This was supported with the 
analysis of surveys completed by the teachers representing their students’ perceived 
developed of the competencies over the data collection period and supplemented with school 
records of student disciplinary absences for the corresponding period. Both classrooms had 
been organised using Schoolwide Positive Behaviour Support, which was being implemented 
at both schools. Additionally, the students at School A, in their sixth year of primary 
schooling had been immersed for the two years previous to this study, in the schoolwide 
social and emotional learning program, You Can Do It! Education. You Can Do It! Education 
actively builds the CASEL social and emotional learning competencies. After clarification 
and ratification by Michael Bernard, the author of You Can Do It! Education, the alignment 
of the social and emotional learning skills developed in this program with the CASEL social 
and emotional learning skills is shown in Table 3.4.  
Both Bella and Emmy identified the importance of students’ development of social and 
emotional learning competencies. While Bella supported the development of these 
competencies through the delivery of a formal program, the daily teaching techniques of both 
Emmy and Bella provided their students with many informal competency building 
opportunities. For example, both cohorts of students experienced the relevant language their 
teachers employed to build their social and emotional learning competencies, and their 
positive classroom climates. As well, both teachers used a warm, encouraging voice. Even 
when expressing disappointment in students’ behaviour (transitioning to another activity), 
their voices displayed no anger. 
Through their actions and their own classroom behaviours, both teachers modelled the 
social and emotional learning competencies they wanted their students to develop. Both 
teachers demonstrated self-awareness; they were calm, used warm, encouraging voices, and 
did not display anger or annoyance in an inappropriate way. They demonstrated self-
management through being organised and relationship skills by respecting their students and 
being inclusive. Students at School A were given frequent verbal affirmations when they 
demonstrated appropriate social and emotional learning skills and students at School B were 
given time to reflect on their behaviours and consider possible alternative paths (self-
awareness, responsible decision making). Students’ motivation remained high in the Year 6 
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classroom of School A, in contrast to the students in the Year 6 classroom of School B where 
students’ motivation fluctuated. These two Year 6 teachers actively developed empathy skills 
(social awareness) in their students through encouraging their students to accept 
responsibility to help others, although the means of achieving this varied. Students at School 
A were encouraged to help each other during team work while the students at School B were 
encouraged to help others through a mentoring program of younger students and through the 
care of a classroom pet.  
The following four steps have been identified by researchers as successful in promoting 
social and emotional learning competencies: 1. Teach the skills proactively; 2. Practice the 
skills; 3. Feedback from teacher/trainer on skill development; and 4. Promoting transferring 
the skills into other areas of students’ lives (Bernard, 2006; Bierman, 2004). Step 1 was not 
practised at School B. Meanwhile, the behavioural difficulties faced by the students at School 
B contrasted greatly in frequency with those of the comparable cohort at School A. Both 
teachers valued respect as a behavioural expectation and in the case of Bella also as a way of 
teaching social and emotional learning competencies. However, as demonstrated in the 
analysis of the survey data on social and emotional learning competencies collected during 
this study, students in Bella’s classroom commenced the year with more developed skills than 
Emmy’s and maintained the lead over the course of the study. The students in Emmy’s 
classroom, however, made considerable inroads in their development of the competencies, 
mainly due to her use of the relevant social and emotional learning language when teaching 
and giving feedback.  
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Chapter 6 
 
Case Study Two: Two Year Four Classroom Teachers 
This chapters reports the results from the data collected from the classrooms of Bailey 
(pseudonym) School A and Flynn (pseudonym) School B, the two Year 4 teachers who 
participated in this study. Pseudonyms were allocated to demonstrate no gender bias. Hence 
in this chapter, Case Study Two, male gender names have been chosen for the teachers 
involved. Data were collected to address the overall research question and research sub-
questions b and c, namely, to identify, in a Schoolwide Positive Support environment, the 
strategies being successfully employed by teachers to encourage students’ development of 
social and emotional learning skills as well as the perceived impact of the development of 
these skills on classroom climate.  Data were collected from: 1. Interviews with the classroom 
teachers; 2. Classroom observations; 3. Survey of students’ social and emotional learning 
competencies; and 4. Student behavioural records. In the following chapter, all participants’ 
quotations will appear in italics and quotation marks.  
1. Interviews 
Interviews with the Classroom Teachers 
As with the Year 6 classroom teachers, the interviews with the two Year 4 classroom 
teachers (Appendix C) were analysed using an a priori approach to group responses into the 
pre-determined groupings of: (A) perceived importance and understanding of social and 
emotional learning competencies; (B) development of social and emotional learning 
competencies; and (C) classroom climate changes as a result of developing these 
competencies (Bernard, 2006; CASEL, 2015, 2013; Garibaldi et al., 2015). Figure 6.1  
provides the derived themes (black text) of the interviews with the Year 4 teachers and an 
overview of the analysis of the interviews with common responses highlighted in red, 
responses specific to Bailey (School A) highlighted in purple, and responses specific to Flynn 
(School B) highlighted in green. A table of examples of quotes relating to derived themes, 
Year 4 is provided in Appendix N. 
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Figure 6.1. Model showing derived themes of Interviews with Teachers (Year 4). 
A. Perceived Importance and Understanding of Social and Emotional Learning. 
Both Bailey (Year 4, School A) and Flynn (Year 4, School B) stated that they were 
unaware of the five internationally recognised social and emotional learning competencies 
adopted by their education authority as required skills for students. Although unable to 
express a formal understanding of social and emotional learning competencies, they each had 
an opinion of competencies they perceived students needed to achieve for school and beyond. 
As such, they both believed that they addressed the development of skills underpinning the 
social and emotional learning competencies. In comparison with Bella and Emmy (Year 6), 
Bailey and Flynn (Year 4) considered that the development of social and emotional learning 
competencies provided their students with necessary life skills.  
Bailey’s perception of the importance of social and emotional learning competencies 
was that students should be “responsible for your own learning … if kids don’t have the 
foundation of knowledge, it’s very hard for them to do their work, get along well with 
everyone” (Interview, line 20). It was important because “if they can use the strategies that 
I’ve been teaching them, that’ll help them stay focussed,” he said. Bailey went on to note that 
being skilled in social and emotional learning helped students manage their behaviour and 
negative and positive thinking. He commented that if students developed sufficient skills to 
overcome barriers (to learning), every time they struggled they could use those skills to help 
themselves. The importance of developing those skills from a young age would help students 
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succeed at school, including secondary school, and as students grew into adulthood, they 
would take these skills with them. Bailey also considered these skills to be very important 
because he believed adults needed to demonstrate them (to be successful).   
Flynn noted: “It is an important skill, life skill set for children to have.” He commented 
that there was the assumption that all adults possessed the necessary social and emotional 
learning skills to be successful, but in his experience, this was not the case. Students, who 
came from backgrounds where these skills were not apparent, needed to be taught the skills at 
school. Flynn reflected that students also required social and emotional learning skills 
because with these skills, they were better able to work independently and in groups. When 
asked what aspects of the students’ lives would benefit from the development of these skills, 
Flynn replied “as they [the students] grow up it enables them to function as part of a society 
….. so it’s a necessity for [successful] adult life.”  
Developing the Social and Emotional Learning Competencies. 
Bailey and Flynn addressed the development of the required skills with contrasting 
approaches. Bailey followed the social and emotional learning program, You Can Do It! 
Education (1995, 2003) implemented in the school. His students were familiar with the 
concepts of this program and there were weekly discussions about the social and emotional 
learning program’s keys for success; confidence, persistence, organisation, getting along and 
resilience. When addressing any behaviours in his classroom, Bailey was inclusive, targeting 
all his students with the social and emotional learning skills which needed to be developed to 
address the identified behaviours. In this way, he did not single out a particular student. Both 
he and the students used the social and emotional learning language of this program, for 
example, students identified peers who were being very “confident.”  
In contrast, Flynn identified the development of teamwork skills and leadership as 
priorities for the successful functioning of his classroom. Other skills were developed but he 
had no preconceived perceptions about what these would be because he determined the need 
as incidences occurred in his classroom and skill deficiencies were identified. Flynn 
identified students’ need for “teamwork, leadership, the ability to interact socially with their 
peers, see other peoples’ perspective” and to develop empathetic skills. Being able to play 
with their peers and to facilitate successful interactions with adults were also important, noted 
Flynn. As well, Flynn stressed the importance of confidence which enabled students to work 
independently; noting that, without confidence, students did not achieve as well 
academically.  
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Bailey and Flynn were asked to reflect on the individual social and emotional learning 
competencies and consider their students’ development in each area (Becker & Luthar, 2002). 
Each of the competencies, self-awareness, self-management, social awareness, relationship 
skills and responsible decision making were addressed separately.  
Self-Awareness. 
The Year 4 teachers were reminded of the meaning of self-awareness as recognising 
emotions, personal interests and strengths, and maintaining a well-grounded sense of self-
confidence. Bailey (School A) and Flynn (School B) were asked to identify the ways in 
which they assisted students to develop this competency and what behaviours they identified 
in their students as reflecting self-awareness.  
Through Bailey’s adherence to his school’s social and emotional learning program, You 
Can Do It! Education, he helped his students recognise their emotions and whether or not 
they were appropriate to the circumstances, frequently asking students “are you going to die 
… if you can’t do it?.” In this way, he was assisting his students to identify if the degree of 
emotion being experienced was relative to what had occurred, a strategy of You Can Do It! 
Education. He also made time available to talk to the students, especially at the 
commencement of the school year, about what they liked, what they were good at, and their 
goals.  
Although Bailey reflected on goal setting, which is a self-management skill, his 
emphasis here was on the goal not the process. Bailey liked to remind students that they 
needed to “practise harder, to practise more” and by doing this, Bailey believed he helped 
his students set goals to develop their confidence through developing personal interests and 
strengths. Goals for improvement academically occurred in his classroom, assisting his 
students to develop confidence, Bailey reflected.  Such goals included personal student 
academic goals, for example, learning sight words and reading fluently. There had been 
students in his classroom who had commented that they did not know how to spell. To assist 
these students to be successful in achieving their goals, and therefore increase in confidence, 
Bailey took the time to help them with spelling by quickly recapitulating the spelling prior to 
breaks. Encouragement was also used as a tool to help students to recognise and develop their 
academic strengths.   
In contrast, Flynn did not have a self-awareness competency skill list which he could 
refer to for development. He responded that by the time his students reached Year 4, because 
most of his students had been together at school since the preparatory year of schooling, they 
had developed a well-grounded sense of self-awareness; they knew who they were as part of 
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their friendship group, peer group, the whole class and their family unit. These students, he 
considered were able to effectively use positive self-talk to manage their emotions. Having 
said that, Flynn pointed out that nevertheless there were some students who were not as self-
aware as their peers. It was necessary for him to work with these students to develop the 
necessary skills as he delivered the normal curriculum.  
In summary, Bailey and Flynn both encouraged emotional awareness in their students. 
Bailey achieved this through addressing the nature of the emotions and appropriate relative 
intensity while Flynn encouraged positive self-talk. Bailey built his students’ confidence 
through helping them achieve academically. Bailey also delivered on a weekly basis formal 
lessons from the You Can Do It! Education program. Flynn, on the other hand, decided 
mostly on a “needs” basis what skills he would help his students develop and he did this as he 
delivered the daily curriculum. 
Self-Management. 
Regulating emotions to handle stress and control impulses, motivating oneself to 
persevere in overcoming obstacles, setting and monitoring progress toward the achievement 
of personal and academic goals, and expressing emotions appropriately are the key 
characteristics of self-management identified by CASEL (2007). Bailey and Flynn were 
asked how they addressed the demands of this competency.  
Bailey and Flynn had a lot in common regarding the development of self-management 
skills in their students. Both teachers identified the expression of anger as the most frequently 
occurring emotion which students had difficulty in controlling and both teachers had 
established processes, though different, for assisting students to manage this difficulty. Bailey 
used the emotional thermometer, a tool provided with You Can Do It! Education, to assist 
students to regulate their feelings. The thermometer was a visual prompt for students to be 
able to recognise their emotions and that the intensity of the emotions were appropriate and 
relative to the event or trigger. The ability to express their emotions appropriately was also 
addressed with the students, helping them identify negative and positive thought patterns and 
consequences of each direction of thinking, taking into consideration school rules.  
The classroom was “mostly calm,” said Bailey and this impacted positively on the 
behavioural choices made by students, including those made by a student who was being 
integrated gradually into the class because of severe anger management problems. This 
student had, Bailey said, after enormous effort, demonstrated success in managing his 
extreme feelings. Bailey believed that this student’s success was because of the calm 
classroom climate and that students who were demonstratively angry would have been at 
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“odds” with peers. Students in Bailey’s class were encouraged always to attempt their work 
even when they were not confident of success.  As a result, Bailey said his students practised 
positive thinking demonstrating persistence and confidence in their approach to learning new 
curriculum. They had stopped telling their teacher that they could not do the work.  
To recognise appropriate self-talk thought processes, Flynn (School B) used the 
playground to guide students to recognise their feelings, helping them, through questioning, 
to evaluate the productivity of the feelings and to manage them, determining a change, if 
needed. Bailey expressed his opinion that modelling and guiding students through the process 
assisted them to become independent in managing similar possible future situations. In the 
classroom, to help Flynn’s students develop independent management skills, there was a 
folder of activities which could be used by students if they felt themselves losing control of 
their feelings. These activities had been discussed with students when they were calm so 
there was a clear understanding of their purpose and the use of these activities did not require 
“teaching time”; a difficult process when the students were in a highly emotive state. 
Students could take this folder as required, remove themselves to a quiet place within sight of 
the teacher, and through participating in the enclosed activities, calm their emotions before 
returning to the classroom. Because anger could be so volatile, it was often difficult to be able 
to intercept the behaviour at an appropriate time to allow for self-calming in the expected 
manner. Although initially teacher guidance was required, with time and persistence, students 
became independent in managing high states of anger without any physical altercations 
occurring. Disruptive behaviours other than student anger did occur in Flynn’s classroom, for 
example, calling out. When these behaviours occurred, Flynn said he followed the 
Schoolwide Positive Behaviour Support program procedures whereby the equivalent of traffic 
lights would be used and if necessary the student would be moved to a “thinking” space to 
self-calm and address the behaviour.   
In summary, expressions of anger were identified by both teachers as the most 
frequently occurring emotion with which they were confronted in their classrooms. The goal 
of both Bailey and Flynn was to assist their students recognise and independently manage 
their emotions. While both Bailey and Flynn used self-talk as a means of addressing this, 
Flynn also used distraction in the form of a folder of activities in which students could 
participate until they felt their emotions were under control. Bailey mostly used strategies 
from You Can Do It! Education to assist students in identifying and managing emotions. In 
contrast, Flynn used management strategies from Schoolwide Positive Behaviour Support. 
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Social awareness. 
Described as being “able to take the perspective of and empathise with others; 
recognising and appreciating individual and group similarities and differences” (CASEL, 
2007), both Bailey and Flynn said that empathy with their peers was especially strong when 
students knew each other really well and had been together from their early years of 
schooling, many from their preparatory years. However, both Bailey and Flynn had different 
experiences with their classes. Bailey believed, in his classroom no students was isolated and 
he set an example of high expectations from his students. One student in Bailey’s class 
attended only one day of the week. This was accepted by others as normal for this student and 
this exception was not questioned; no-one asked where the student was on other days. Bailey 
believed this was because he modelled the appropriate behaviour and did not ostracize 
students. This, therefore, was the expected norm in his classroom. The students in Bailey’s 
classroom hailed from a wide variety of cultural backgrounds but this particular group of 
students had been accepting of each other from the beginning. They had already developed 
the social and emotional learning skills necessary to address this competency. Bailey 
considered that the acceptance of each other stemmed also from the fact that the majority of 
the students had known each other since their first day at school. “Because, you know, most of 
the kids know each other like since prep, and so I think they- that’s the difference you know”, 
he said.  
Although there could be difficulties in his classroom in recognizing and appreciating 
individual as well as group similarities and differences, Flynn also considered that the peer 
acceptance which did exist in his room stemmed from the fact that the majority of the 
students had known each other since their first day at school. Flynn clarified this by adding 
when students faced new situations such as new school enrolments joining his class, then any 
differences in these students (e.g., skin colour, clothes, and manner of talking) were not 
accepted. Flynn graphically demonstrated this with the following: “with the new girl that we 
just got today, she doesn’t have enough English to communicate with the other children, 
because she was different” and Flynn went on to say that one of his students who frequently 
bullied others “couldn’t use words to annoy her … he put his shoe in her face.”  
However, Flynn said that many of his students, at the commencement of the school 
year, demonstrated very little empathy with cultural differences in general circumstances. 
Flynn believed his students were not aware that many differences were culturally based, for 
example, they “don’t really have an understanding that that person’s from a different culture 
and that’s why they eat that food”. Flynn addressed recognition of cultural differences 
through discussion around various cultural celebrations such as Harmony Day and 
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Multicultural week. Students were encouraged to develop their understanding from “it 
doesn’t matter” to “we look like this because that’s what our parents look like because they 
come from this country and because that country has this background and this is what 
religion we believe in.”  
Students in Flynn’s classroom sometimes made racist comments to each other but 
Flynn’s perception of his students was that the students making these comments were not 
aware that their comments were indeed racist and, similarly, the students who were being 
targeted were not aware that the comments being made about them were racist. An example 
of this given by Flynn was of one student in his class who recently received two slurs from a 
classroom peer; one slur was a racist comment, the other slur was personal, about his hair. 
However, the student was upset only because of the comment made about his hair. Flynn had 
observed that, because students heard racist comments frequently outside school, such 
comments had little effect on either the students who delivered them or students who were 
being targeted. Comments which students took as being personal were far more hurtful.  
In summary, empathy was expressed in both classrooms when the students knew each 
other from earlier years of schooling. Bailey led his class by example showing his students 
that he accepted each of them. His students followed this example. Flynn used cultural 
celebrations at the school to raise awareness amongst his students. Empathy in Flynn’s 
classroom was mostly expressed as an acceptance of others’ appearance; not cultural 
differences. 
Relationship skills. 
The value of teaching relationship skills through group work was appreciated by both 
Bailey and Flynn. In both classrooms, teaching students to be respectful and thoughtful of 
others and to get along with each other were the most important aspects of relationship skills 
facilitated regularly in this manner. Relationship skills is defined by CASEL as the ability to 
establish and maintain healthy and rewarding relationships with diverse individuals and 
groups (2013). The ability to communicate, listen, cooperate, negotiate, resist inappropriate 
social pressure, seek and offer help are skills which display effective relationships (CASEL, 
2013).  
In Bailey’s classroom, students were reminded that when choosing their peers for group 
work, they should demonstrate acceptable relationship skills. They needed to be mindful of 
how they approached and addressed each other. Being given the freedom to choose their own 
group provided the opportunity for students to learn how to reject the help of others kindly. 
Students were taught to do this respectfully, by not being derogative or isolating others and to 
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demonstrate a sense of responsibility to the group members. Bailey told his students when 
choosing group members, “if you don’t need people in your group um, you know you can, um 
you don’t need them but say in a nice way, don’t make them feel like ah… don’t put them 
down or don’t isolate them”. Students in this classroom were also taught by Bailey to discuss 
problems with an adult. When a member of a group did not reach the required expectations, 
Bailey pointed out that other members of the group should encourage that student to 
participate better in the future and not to denigrate the student. Bailey gave the following 
example: if a student in a group did not hand in homework, then even though that student had 
let the whole group down, other members of the group were expected to encourage that 
student to hand in homework in the future; comments that would be hurtful to this student 
were not acceptable, only words of encouragement for the future. “If this person didn’t hand 
in homework, this person lets the whole group down. You shouldn’t put that person down 
because it might be you next time and you have to be accepting of others and encourage-
encourage your friend. Don’t put them down”.  
Bailey helped students who demonstrated limited ability building relationships to learn 
and develop the necessary skills. He said that this was successful in the classroom but he was 
not confident of the successful transferal of these skills to the playground. He actively 
encouraged students to solve relationship problems with him, and he considered that the 
students in his classroom did this very well, as demonstrated in the following example: if a 
student was bullied, that student would go to Bailey and together they would address the 
problem. “And I say … - my kids- if you’ve got a problem like, you always have to remind 
them, you got a problem you if you think you- don’t try to solve it yourself. Go to the teacher 
if someone teases you… go to the teacher and they do.” In this way, Bailey taught students to 
seek help and used such occasions to teach problem-solving skills to individual students.  
If students had the skills to be successful group members, identified Flynn when 
discussing his Year 4 students, the academic work produced by them during group activities 
was a lot more productive than when working independently. Flynn worked with his students 
to help them develop effective communication skills, empathy and trust. Flynn built these 
skills over a long period of time, starting with partner activities where students shared some 
aspects of independently completed work with a partner. “so I’ll start with activities there 
where the ideas are their own but they have to share that piece of paper”, he said. Following 
this, partners would complete work together and then build to groups of either three or four. 
This development continued from students sharing individual ideas to discussions where the 
students needed to report back to the teacher and other groups; from one sentence reports to 
detailed discussion reporting. The goal of group work for Flynn was a number of students 
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having discussion and arriving at an agreed outcome. Flynn also observed that verbally 
sharing ideas in groups assisted students to develop academically as well as their relationship 
skills. Reporting orally, Flynn went on to explain was another step in the process, because 
students needed to be able to think about a situation clearly to be able to explain it orally; in 
this way the students were building confidence as well as relationship skills and better 
academic outcomes. “Because when they’re having that interaction and discussing 
something, they actually have to think more actively and they remember a lot more of what, 
they seem to remember a lot more if they have to explain their idea to someone else …. they 
become a lot more accountable for what they say”, he explained.  
Flynn also noted that there was less tension in the room as students developed the 
ability to communicate effectively with each other, as they knew their peers better and learnt 
to trust them and demonstrated more empathy towards each other. Students who had been 
scared to share their ideas started to participate in discussions. Flynn facilitated this progress 
by using games as well as academic work, encouraging students to transfer skills learned 
during the games to other situations. In contrast to Bailey, Flynn did not allow students to 
choose their own partners or groups, but changed groups frequently building up to groups of 
students who, in the early days of the academic year, did not communicate well and 
experienced minimal “friendships,” he said.  
In summary, both Bailey and Flynn used group work as a medium for encouraging 
relationship skills. Bailey allowed students to select their own groups and encouraged respect 
between group members. An awareness of the responsibility they had to each other as 
members of the same group or team was nurtured. In contrast, Flynn worked on developing 
communication skills, trust and empathy between group members through participation in 
games and also in contrast to Bailey, Flynn chose the groups, varied the size, gradually 
expanding the group from two to more members.  
Responsible decision making. 
Bailey and Flynn were asked how they addressed building responsible decision making 
capability in their students. Described by CASEL (2013) as the ability to make constructive 
and respectful choices about personal behaviour and social interactions based on 
consideration of ethical standards, safety concerns, social norms, the realistic evaluation of 
consequences of various actions, and the well-being of self and others Bailey taught this 
through example and by students addressing and self-monitoring the concept of being safe. 
Pushing in a chair and putting bags in allocated racks was encouraged regularly. Bailey, as he 
taught these safety aspects of life in the classroom, led students through discussions about 
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consequences of taking alternative courses of action, evaluating the possible decisions and 
reflecting on outcomes. “Like the reason, they said to me, ‘… we knew we-we shouldn’t have 
done that because’ ... So that was- they were able to answer, analysis”, he said. Over time, 
students demonstrated their ability to transfer their consciousness about safety to other issues 
as they became relevant in the room. Students self-monitored and they applied peer-pressure 
to class members who did not comply with this expected safe behaviour.   
Safety aspects of behavioural expectations and choices were also discussed as part of 
the Schoolwide Positive Behaviour Support process at School B. Giving students choices 
regarding their behaviour was an approach used by Flynn, who ensured that students were 
aware of the consequences of choices made. “So they can’t make a responsible decision until 
they know the consequences”, he said. Some students actively endeavoured to make good 
choices – rather than experience heightened emotions, one student indicated displeasure by 
blocking his ears if one of his peers was doing something that annoyed him.  
In summary, both teachers encouraged the development of responsible decision making 
skills around safety issues but in contrasting ways. Bailey encouraged his students to self-
monitor their behavioural choices and help each other develop responsible decision making 
through peer pressure. In contrast, Flynn encouraged his students to take responsibility for 
their behavioural choices, informing his students of the consequences to choices made 
especially around the topic of safety in the classroom.  
Classroom Climate. 
Most change in general classroom atmosphere had occurred during group work where 
students valued working cooperatively. Students’ ability to transfer the skills to various 
school environments was encouraged by the two teachers, Bailey and Flynn. Bailey 
encouraged students to report on behavioural incidences when they were with other teachers, 
expecting the students to transfer the social and emotional learning skills they had developed 
to various classroom environments. When students reported on such incidences he would 
respond with “you’ve been a very responsible person. Did you tell them not to do it? Did you 
remind them of the right thing to do?” Students in his classroom were “more confident” said 
Bailey when asked about the impact of the development of social and emotional learning 
skills on the atmosphere in his classroom. He said his students had become more responsible 
and watched out for each other. “I don’t have to nag them as much … it’s more order. 
[Students] are more responsible, look out for the other kids as well,” he said. Self-
management, expressed through persistence, was another change noted, as students had been 
taught to value this skill through feedback and acknowledgment which Bailey gave at the end 
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of each day to students who had demonstrated this skill during the day’s program. Bailey 
modelled the behaviours he wanted from the students “if we want them to [be] good and 
responsible students, I need to set the examples myself.”  
Flynn noted that his classroom was a little calmer than other learning environments 
“but not remarkably,” he said. His goal was to teach his students skills such that they became 
transferrable. Breaks in routines made the situation noticeably worse and it “falls apart 
moving around the school because a routine drops out.” So much happened during 
transitions around the school that a lot of time was taken sorting out these issues. A difficulty 
Flynn had to manage was that the resources he used to motivate students to observe routines 
were not transportable. Sometimes the resources were too complicated for the students to 
comprehend, he explained and it was usually too difficult to explain the use of these 
resources to other teachers. When there was insufficient opportunity for the development of 
effective student-teacher relationships (mainly because of lack of contact) and as was the case 
with music, physical education and relief teachers, adverse student behaviours sometimes 
escalated. Flynn went on to say “ … because of all the different settings that I’ve needed to 
implement these things for, once a relief teacher comes in that’s way too much information to 
give to a different teacher, so they don’t have all of those settings, so I always explain the 
target board because it’s what makes the classroom work, you just wouldn’t work without 
something and because the kids know how that works um, I explain that but I don’t 
necessarily explain the marbles because otherwise, it’s quite complicated, the system, but we 
needed something that worked with the kids in every different, everywhere that I take them 
and I think particularly music and PE”. These teachers, in Flynn’s experience, did not 
implement the Schoolwide Positive Behaviour Support program and therefore did not 
necessarily have a rewards program which was an integral part of that program. Another 
difficulty for these teachers and for him, Flynn observed, was that some of his students did 
not care about external rewards at all; “some of my children, some of them don’t care about 
the positive reward at all … he doesn’t, he doesn’t care”. One student would throw stickers 
out the window and while Flynn felt confident that something would work for this student, he 
had yet to find it.  
In summary, the ability to transfer social and emotional learning skills to environments 
other than the classroom was important to both Bailey and Flynn. As his students had 
developed social and emotional learning skills, Bailey believed they were more confident, 
cooperative and persistent and demonstrated empathy towards their peers. Flynn said he 
considered his students in general to be slightly calmer and for the classroom to be only 
slightly better than other environments. He was having difficulty implementing the school’s 
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Schoolwide Positive Behaviour Support program as his students were not interested in 
external rewards.  
At the time of the interviews with the teachers, observations of Bailey and Flynn in 
their classrooms had commenced. The following section documents the results of 
observations by the researcher, which occurred in these two Year 4 classrooms for nine hours 
over a period of five months (see Chapter 3 and Appendix J).  
2. Observations 
Observations of Year 4 Classrooms 
The results reported in this section are from analysis of the audio-recordings of 
classroom observation sessions and field notes. A cross-examination of the field notes made 
by the co-observers revealed a distinct similarity in the nature of the observations made by 
both the observer (the researcher) and the co-observer. The results are organised into (A) 
Social and emotional learning language; (B) Classroom climate; and (C) Other observable 
techniques to direct and support students. Figure 6.2 provides an overview of the analysis of 
the observations with common themes highlighted in red, themes specific to Bailey (School 
A) highlighted in purple, and themes specific to Flynn (School B) highlighted in green. 
Figure 6.2. Model showing analysis of Observations with Teachers Year 4. 
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Social and Emotional Learning Language. 
The analysis of the data collected during the observation sessions revealed that both 
Bailey and Flynn used social and emotional learning language to varying degrees when 
communicating with their classes (see Table 6.1); that is language which reflected the 
building of social and emotional learning competencies and their specific skills. The language 
was categorised according to the CASEL social and emotional learning competencies, 
namely self-awareness, self-management, social awareness, relationship skills, and 
responsible decision making (see Table 3.4 for descriptions of the competencies). Not only 
did Bailey’s use of social and emotional learning language embrace all the competencies, but 
also it was more evident in his classroom as shown in the comparison of the frequency and 
nature of the language used by the two teachers during the observations data collection 
sessions (see Table 6.2). A further examination of Table 6.2 demonstrated self-awareness 
interactions were used most frequently in Bailey’s classroom. In Flynn’s classroom, while 
language reflecting relationship skills was most frequently used, there was no demonstrated 
use of language reflecting social awareness or responsible decision making. Analysis of 
Table 6.2 also revealed that, in the Year 4 classrooms at both School A and B, social and 
emotional learning language was more evident during session 1 (commencement of the 
school day) than during session 2 (middle of the school day).   
Table 6.1 
Examples of Teachers’ Language Reflecting Social and Emotional Learning Skills 
Development 
CASEL SEL TEACHER LANGUAGE 
Self-Awareness 
Bailey 
Nice work Student 1 you remembered. You’re telling me you’ve been paying 
attention, haven’t you.  
Is that a punishment? No…..it’s a challenge. I’m making you smarter.  
Next one, someone else. Have you been listening? If you told me some-thing you’ve 
been listening very attentively. You’ve got a good memory too.  
Flynn 
You don’t want reading books tonight? Well, why don’t you do your own homework 
then?  Why don’t you do your own homework Student 2? 
I’m going to ask everybody an answer.  Try to think of two or three things so if 
someone says yours you can say something different. But, if yours has already been 
said that’s OK you can just say it again.      
Self-
Management 
Bailey 
You’ve been working really hard this morning; do you think you can sit there for 
another 45 minutes? Just like the other, do you think you can do it? 
Nice job Student 3, you’ve worked very hard. 
Alright, you go and you ask, come here. Can you come here please?  
Alright you’re going to ask, practise again.  
Flynn 
Wow, I love the way you’re working, I can see you’re working really hard. 
You keep doing that, that’s fine Student 2. Cause I can see when you do that that 
you’re trying and that’s fine. Fabulous, well done Student 4.  
His writing is good because he tries so hard.      
I need you to show me how you can try hard, in your writing. 
Social 
Awareness 
Bailey 
Tell him how to do it please… show it to him. He’s trying to be helpful. Just tell him 
what to write. It’s very hard when you have to stand up there by yourself. You’re 
showing respect to him by looking at him. Very good. 
Thank you Student 5 for being so kind. Remember stick with each other.  
If you want to stay back and help other people you can.  
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Flynn No social awareness language recorded  
Relationship 
Skills 
Bailey 
You have to pay attention. Very good Student 1. Alright, eyes up here. Looking for 
the first group to have their eyes on me. Shh! I don’t need a lot of talking. Red 
group’s very quiet, same as blue group and yellow group. 
Could I get you to quietly move onto the carpet? Nice work. You did that without 
talking. So you’ve earned yourself another point. 
Flynn 
I love the way Student 6’s working quietly. I’m going to move Student 6’s … 
forward. Who else’s … could move forward?       
Who else is really quietly waiting?  Student 7’s waiting really quietly. 
I like the way that Student 8 has picked a nice, safe space to sit with lots of space 
around him so he doesn’t have to sit not so close to everyone.   
Responsible 
Decision 
Making Skills 
Bailey 
Thank you Student 9 for doing the right thing.  
Just be truthful. 
 
Flynn No Responsible Decision making language recorded 
Note * Names of students have been substituted with the word “student” followed by a number. 
 
Table 6.2 
Frequency of Use of Specific Social and Emotional Learning Language  
 
COMPETENCIES 
SCHOOL A  SCHOOL B 
Session Total  Session Total 
1 2   1 2  
Self-Awareness 29 7 36  1 0 1 
Self-Management 11 5 16  17 0 17 
Social Awareness 2 10 12  0 0 0 
Relationship Skills 18 11 29  23 21 44 
Responsible Decision Making 1 1 2  0 0 0 
TOTAL 61 34 95  41 21 62 
 
During session one, beginning of the day, Bailey’s comments were encouraging and 
positive, for example, “Alright, can I have your attention please? Well done to the red group 
who gave me their attention straight away” and “Student K is trying to ignore you, he’s doing 
a great job there.” Some of the social and emotional learning language used by Flynn during 
session one was also encouraging and positive, acknowledging correct expectations and 
procedures, for example, reflecting self-management “I can see Student M and Student T 
working hard, well done” and “I love the way Student J and Student P are working quietly. 
Well done” and reflecting relationship skills: “I can see Student S with his eyes on me. I can 
see Student K with her eyes on me. I am waiting for Student D. I am waiting for Student E. 
Student D away from Student E. Sitting up with your legs crossed.” The majority of the 
comments were, however, made to one student and terms of endearment were used to address 
this student, as in “Student T, sweetie, you’re missing your chair darling.” Analysis of the 
observations also revealed a large number of negative comments made to students, for 
example, “Student D is that how we sit in my classroom? You have had more than enough 
warning today” and “I’m ringing the office, not even sending you to Mrs R, Get out now. 
Out! You got a warning, get out! Get out or I will ring Mrs K. It’s get out or I ring Mrs K. 
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What happens if I ring Mrs K?.” Language used by Flynn was often very repetitive, usually 
to one student only; an example follows: “Student T, sweetie, you really need a chair. Student 
T, don’t make me remind you again, you really need a chair. Student T, darling, get a chair. 
Student T, you really need a chair, darling. I know you don’t want a chair but you really need 
one just in case your legs get tired. Student T, you still haven’t got a chair darling. Do you 
think your legs might get sore today?”  
During session two, middle of the day, comments made by Bailey (School A) were still 
encouraging but cooperation with the teachers and others was more the emphasis, for 
example, “can you help Student N out? Alright Student C, you know how to go, help him out 
please” and “I’ll give people time to calculate. Hands up, sit down, I know you’re excited, 
hands up if you can.” In the Year 4 classroom, School B, when comparing the style of the 
language used by the teacher in sessions 1 and 2, little variations were noted. During session 
2, middle of the day, while some comments were positive, the majority of comments were 
once again negative or reactive; for example, “Student L, stand up, I have had enough of you 
speaking over me. I’m not going to put up with it any more. This is your last warning. Student 
T, you’ve already had a warning ... So why would you bring it back?  You can either go to 
time out, if you refuse to go to time out, what happens? … phone call home. You’ve had 
millions of warnings; you can go to time out or Mrs R. Mrs R means phone call home.”  
A. Classroom Climate. 
A key factor in successfully addressing the building of social and emotional learning 
competencies has been identified as classroom climate (Redding & Walberg, 2015). Hence, 
field notes and audio-transcripts of observations of Bailey and Flynn were also analysed for 
the Year 4 classes to assess the overall classroom climate which included respect and 
cooperation, students’ motivation and morale and tone of the teacher (see Appendix G). A 
classroom in which social and emotional learning competencies are being actively addressed 
is an environment where students have the opportunity to build their self-efficacy promoting 
respect for self and others and therefore cooperation; an environment where students are 
encouraged to learn without fear of failure; an environment where the teacher is warm, 
welcoming and accepting (Redding & Walberg, 2015; Zins, et al., 2004).  
Respect and cooperation. 
Respect was present in Bailey’s (School A) classroom from the commencement of the 
data collection period. Respect, which was mutual, was evident from the quiet and friendly 
manner with which the teacher addressed the students and approached the task of organising 
them for activities, and the manner in which students listened and enjoyed activities. Students 
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cooperated and demonstrated the procedural expectations, for example, when the teacher 
announced varying activities and routines especially rotations. Cooperation was also 
evidenced when students accepted a change in routine affecting the timing of their playtime 
and lunchbreak with a positive attitude. Bailey had taught the students the meaning of 
cooperation when working either independently or in groups and students, though 
occasionally a little chatty, went about the session’s activities appropriately. There was no 
calling out and students were patient while waiting for participation from their peers. During 
carpet activities, which involved all the class membership, Bailey expected students to 
demonstrate respectful listening, turn taking and peer encouragement. Bailey reminded 
students about the need for respect as their peers attempted activities which could be 
stressful, for example, “remember it is hard to stand out the front writing.” There were no 
appointed team leaders or monitors but rather Bailey encouraged individual and peer 
responsibility for the development and monitoring of appropriate skills. Respect for resources 
including books, equipment and furniture was demonstrated. The development of confidence 
was encouraged in this classroom and Bailey expected students to support their peers during 
the developmental processes.   
In Flynn’s classroom (School B) while many of the students tried hard, often 
cooperation with the teacher was inhibited by some students interfering with their peers’ 
learning making it difficult for them to become organised and settle to work. Waiting times 
were therefore sometimes lengthy as Flynn would often be focussed for large amounts of 
time with the disruptive students. It would then be necessary to re-engage students who were 
initially paying attention and cooperating but who became noisy during the waiting time. At 
times, students did not appear to understand the activity. This could have been because the 
noise level in the room was often high. On some occasions the teacher talked over the noise 
and, as a consequence, students would be giving Flynn only partial attention. As 
demonstrated previously, Flynn often chose words of affection over respect when addressing 
the students. Disruptive students were given many opportunities by Flynn to cooperate, often 
contravening School B’s procedures for the implementation of the Schoolwide Positive 
Behaviour Support program. 
Unsolicited movement in Bailey’s classroom (School A) was rare. He had ensured that 
his students clearly understood how to transition through activities in a session. Bailey 
reminded the students regularly about behavioural expectations and students knew, when 
directed by Bailey to transition, the expectation was that students moved quickly and quietly. 
On occasions, Bailey counted down to encourage prompt movement by students from the 
carpet back to desks. Students understood the procedures for establishing groups; they knew 
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where their particular group was located and knew the expectations of their behaviour when 
in that group. Students mostly worked independently in a group environment.  
Movement in Flynn’s classroom (School B) was not promoted but often occurred. 
Students mostly sat independently in the classrooms and given independent work.  On the 
occasions when group work was organised, students did not sit in the usual group formation. 
Rather, they sat around some desks but remained in the same seating position for independent 
work, the word “group” sometimes meaning that each of the students were working on the 
same activity. Considerable effort and patience was often required by Flynn to engage the 
students in activities, to stop unsolicited movement in the room which included walking 
around, physical fighting, and running out of the room. Transition time was often lengthy and 
Flynn’s request that students put their hands on their heads when they were ready was often 
not complied with.  
Motivation and morale. 
Taking responsibility for their own behaviour and learning is identified as an important 
benchmark for measuring students’ engagement in the classroom (Education Queensland, 
Better Behaviour Better Learning, p.2). As shown below in Table 6.3, students in Bailey’s 
classroom demonstrated a high level of motivation and morale, taking responsibility for their 
learning. This was indicated by the enthusiasm and willingness to attempt and persist with 
activities organised by the teacher during the delivery of the classroom curriculum. They 
never complained about activities and participated for the duration of the session. Students 
experienced fun and were observed laughing together with their teacher; the pleasure and 
laughter was shared as a group not directed at a particular student and the students quickly 
returned to their activity. Students were trusted to leave the room as required. Bailey 
demonstrated the emotions he expected from his students, that is, calmness, friendliness and 
enthusiasm and helping students to remain calm and focussed was a priority of Bailey. He 
often played background music to facilitate this, to help them to focus and to minimise 
distraction. Students were familiar with the use of music as during one session Bailey was 
heard to ask his students if they would like some sad background music (appropriate to the 
activity) to help them during their writing process. Students were welcoming of others to 
their room and would smile if eye contact occurred when visitors joined them.  
Although Flynn worked hard to motivate his students, the level of enthusiasm 
demonstrated by students’ regular disengagement was perceived by the researcher to be low. 
While Flynn was often warm and encouraging, his regular use of terms of endearment to 
communicate appeared to have had a negative effect with students and did not appear to raise 
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the general level of engagement. Although the learning environments were different (one a 
classroom, the other meeting hall and outdoors), Flynn often referred to his experience as a 
leader in an international group for young people and used, in his classroom, skills he 
implemented with these young people. 
Table 6.3 
Student demeanour and understanding of behavioural expectations  
Criteria Teacher Observable Characteristics 
Student 
Demeanour 
Bailey 
Happy, cooperative and no tension in the room 
No inappropriate calling out or laughing 
When distracted, returned to work quickly 
Transitions to activities were quiet and with minimal disruption 
Flynn 
Often  unfocussed,  restless and noisy 
A lack of motivation to commence work and remain on task 
Many of the students could ignore disruptive behaviour of a few 
other students around them, these students lost motivation 
Understanding 
Behavioural 
Expectations 
Bailey 
Behavioural expectations were made clear to students at the 
commencement of and during sessions and activities. 
Full attention was expected and reciprocated between teacher and 
students and students knew and understood routines 
Flynn 
Behavioural expectations had been made clear to students  
Mostly self-direction/motivation not evident as teacher ‘s attention 
was diverted with the disruptive behaviour of a minority of students 
Tolerance and patience was evident but disinterest was also evident. 
 
Tone of teacher. 
Both Bailey and Flynn used a warm, friendly voice when addressing students. In 
particular, Bailey’s calm, friendly manner, and warm voice was used when expressing both 
his pleasure at students’ participation and when expressing his disappointment at some minor 
misdemeanour, for example, when reminding students of their responsibility to their peers by 
listening when participating in classroom floor activities. He rarely assumed an authoritative 
manner during the observations, and during the observation sessions. Bailey was not heard 
raising his voice to the class. Using this same tone, Bailey gave his class positive feedback on 
a regular basis, for example, “You are very focussed today.” Bailey always faced his class 
when he spoke to them as a group; if he needed to use the computer, he had it raised on a 
podium so that he could still face the class. His encouraging voice indicated pleasure at 
meeting the students for the first time each morning. As classroom activities proceeded, 
students who “had a go” albeit sometimes giving incorrect responses, still earned a warm, 
encouraging smile from Bailey. The noise level in the classroom was low and Bailey quietly 
reminded students of their activities when necessary, often by using questions about the 
activity to prompt engagement. Bailey encouraged students to use personal affirmations with 
the class, telling them to say to themselves “I am a good drawer” (Bernard, 1996, 2006). 
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During group work, Bailey walked around the class helping individuals, reminding students 
of behavioural expectations when necessary (Sailor et al., 2008).   
Flynn employed a variety of techniques when using his voice. As with Bailey, he used a 
warm, relaxed and friendly tone. However, the noise level in the classroom was often high, 
mostly from the same few students and, at times, Flynn sometimes raised the level of his 
voice to address the class, speaking over these students. On other occasions though, he would 
use a very soft voice, sometimes to engage students, sometimes to discipline students and 
other times to encourage them to stop what they were doing because they had to listen 
carefully to him to hear what he was saying. This technique was also employed by Flynn as a 
teaching tool to persuade students to, for example, listen to a story. Helping individual 
students was carried out by Flynn quietly and encouragingly, at which times Flynn focussed 
on the group with which he was working, often not noticing the opportunity this gave some 
students for distraction and the lack of engagement. Despite many disruptions in the 
classroom, Flynn mostly remained very calm demonstrating the type of behaviour he was 
expecting from students.   
Other Techniques to Direct and Support Students. 
Non-verbal communications. 
A variety of non-verbal communication techniques were employed by Bailey and 
Flynn. Most frequently Bailey used his body as a means of engaging students in the 
conversation. He sat facing students and moved his body towards the students when 
emphasising some aspect of his teaching, indicating that he was sharing with them some very 
important information. He would sit further back in the chair when this sharing was 
completed and he was checking for understanding. Bailey also used hand signals as a means 
of directing students. When students were required to shift location within the classroom, 
Bailey would have discussion and then would use his hand to indicate when students were 
required to move. Nodding of the head was also used by Bailey to acknowledge students or to 
indicate timing of directed movement students needed to make in the classroom. Students 
were required to be not only listening but watching to be able to follow directions. Raised 
eyebrows indicated questions from him to students. On occasions, he would remind students 
of his requirements by putting hands on his head. Students knew that they must indicate their 
willingness to listen to him by copying this action (Skinner, 2014).   
Clapping was the main non-verbal method used by Flynn to give a reminder of 
behavioural expectations in the Year 4 classroom at School B. Students joined in the clapping 
of a particular learned rhythm; the purpose of which was to distract students from a current 
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activity, including talking and focus their attention on the teacher. Sometimes, the students 
responded quickly but the response was often short-lived and they returned to the original 
behaviour. Other times, Flynn reminded students non-verbally of an expected behaviour such 
as hands on head to indicate completion of a task, but students did not take up the cue. It was 
unclear to the observer whether the students had completed the task and were refusing to 
cooperate with hands on head or if the students had not finished the task and therefore no 
hands on heads, but were reluctant to spend any more time on it. Flynn did, on occasions, use 
his hand to indicate he wanted students to stop what they were doing; similarly he used his 
hand to “zip his lips” to indicate he required silence in the room.  
Flynn also used other non-verbal techniques including the use of silence while staring 
at individual students from the front of the room as a means of drawing students’ attention. 
On other occasions, while at the front of the room, he would frown at individual students 
from whom he required a changed behaviour. Frequently Flynn displayed friendly 
mannerisms, smiling at the students as he encouraged them, sometimes using a finger to 
indicate silence was needed, sometimes waiting patiently and shaking his head to indicate 
that he was requiring both a change in behaviour and that he needed the attention of the 
students.   
Use of reprimands. 
Very little classroom time was spent on reprimanding students in the Year 4 classroom 
School A. On the rare occasion that a reprimand was observed, Bailey had a quiet discussion 
with the student, asked the student what had happened and questioned the student about what 
should have happened. The interaction was stopped at this point with Bailey asking the 
student to stay back for a while with him when the bell went for play. This consequence was 
readily accepted by the student.  
Bailey would often remind students of difficulties they were about to face individually; 
for example, coming to the front of the room to make a presentation. Empathy for their peers 
would be encouraged thereby minimising the possible need for intervention during an 
activity. Noisy students were immediately removed from their current environment and 
placed in a group near him. There were no warnings in these situations because it was 
accepted that students knew how to behave regardless of the activity. Bailey would not allow 
noisy students to impact on the learning of others in the group.   
Bailey’s interactions with students were always approached positively, including when 
addressing an inappropriate behaviour. If students were getting answers wrong, a reprimand 
was not delivered but rather students were reminded to “get your thinking hats on.” When 
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Bailey thought his students were becoming tense or anxious, he would remind them to carry 
out relaxation techniques. Students knew what to do when told to relax and they would 
participate in deep breathing, indicating it was a technique regularly utilised by him with his 
students. Bailey also used self-talk (positive affirmations) to minimise the possible need for 
reprimands, reminding students to tell themselves they will be successful, to approach 
activities positively with the mindset of success.   
As noted earlier, in Flynn’s classroom there was a small minority of students who were 
observed to be only occasionally engaged with learning. On a regular basis, he gave these 
students a considerable number of opportunities to conform in the hope that the students 
would be motivated to join the activity, but often Flynn bypassed the procedures established 
under the Schoolwide Positive Behaviour Support program of giving students pre-determined 
warnings before consequences occurred. Sometimes Flynn would bypass a stage in the 
process and go immediately to the next consequence. Students could also avoid a 
consequence by conforming at the last possible moment, especially when the teacher rang a 
buddy classroom to notify them that one of his students would be joining them. Verbal 
reminders to carry out an activity, behave in a particular manner, were very frequent and 
often repetitive. Sometimes behaviours were ignored. Noise was a deterrent to learning in 
Flynn’s classroom and Flynn would often deal with this by either ignoring it or by talking 
over it. On occasions, Flynn would express frustration by exclaiming that he had had enough. 
Meanwhile, because the majority of his class, who had initially been conforming, became 
restless, more consequences were dealt. On one occasion, there appeared to be some 
contradiction as students were promised a reward “if you are as good this arvo in science as 
in maths ...” followed immediately by “next student to talk goes on time-out.”  
3. Surveys of Students’ Social and Emotional Learning Competencies 
To address the development of students’ social and emotional learning competencies, 
as perceived by their teachers, in each of the two Year 4 classes from Time 1 
(commencement of the data collection period) to Time 2 (conclusion of the data period), as 
with the Year 6 students discussed in the previous chapter, paired-samples t tests were 
conducted. Appendix O lists the data, to two decimal places, provided by the two teachers for 
each of their students. During the interlude between Time 1 and Time 2, that is, the data 
collection period, teachers were delivering the school curriculum as usual. Bailey (School A, 
Year 4) was formally building social and emotional learning competencies through the 
delivery of You Can Do It! Education and had experienced the implementation of this 
program for at least the two years prior to the collection of data. No statistical outliers were 
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identified (see Appendix O) in the survey data collected for the two Year 4 classes. Effect 
size d was also measured (Cohen, 1988). The results of the t tests, and the effect sizes for 
Bailey’s and Flynn’s Year 4 students are reflected in Tables 6.4 (School A) and 6.5 (School 
B).  
Table 6.4 
Means, Standard Deviations and paired sample t tests and Effect Sizes for Year 4 School A at 
Time 1 and Time 2 
 
 School A 
t 
 
p d  Time 1 Time 2 Paired  
 M (SD) M (SD) M (SD) 
SEA 4.283 (1.096) 4.402 (.913) -.120 (.783) -.732 .472 -.153 
SEM 4.239 (1.221) 4.315 (.873) -.076 (.946) -.386 .703 -0.080 
SOA 4.435 (.950) 4.420 (.927) .014 (.769) -.090 .929 0.019 
RES 4.554 (.735)  4.304 (1.017) .250 (.608) -1.973 .061 0.411 
RED 4.304 (1.063) 4.434 (.945) -.130 (.920) -.680 .503 -0.142 
NB: SEA = Self-Awareness, SEM = Self-Management, SOA = Social Awareness, RES = 
Relationship Skills, RED = Responsible Decision making; df = 22; p = <.001***; p <.01**; 
p <.05*.  
 
An examination of Table 6.4 shows that, with School A, in all of the competencies 
(SEA, SEM, SOA, RES, and RED) there were no significant differences in the means at 
Time 1 to Time 2 as the p for each of the competencies was greater than .05. As with the 
Year 6 students from School A, a possible explanation for this is the “ceiling effect” 
described by Salkind (2010) as the situation when the majority of participants score in the 
upper limit for potential responses. The upper limit for each competency was a score of 5, 
and the Year 4 class of School A scored means close to 5 for these social and emotional 
learning competencies at both the commencement and conclusion of the data collection 
period. This could mean that the students in Bailey’s classroom, who already demonstrated 
well developed social and emotional learning competencies at Time 1, have maintained this 
development over the data collection period.  
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Table 6.5 
Means, Standard Deviations and paired sample t tests and Effect Sizes for Year 4 School B at 
Time 1 and Time 2 
 
School B 
t 
 
p d Time 1 Time 2 Paired  
M (SD) M (SD) M (SD) 
SEA 3.844 (.729) 3.010 (.913) .833 (.793) 5.149 .000*** 1.051 
SEM 3.229 (1.233) 2.968 (.973) .260 (.739) 1.726 .098 0.352  
SOA 3.350 (1.131) 3.002 (.927) .347 (.663) 2.564 .017* 0.523 
RES 3.406 (1.149) 2.958 (.016) .448 (.763) 2.878 .008** 0.587 
RED 3.396 (1.132) 2.958 (.945) .438 (.798) 2.685 .013* 0.548 
NB: SEA = Self-Awareness, SEM = Self-Management, SOA = Social Awareness, RES = 
Relationship Skills, RED = Responsible Decision making; df = 23; p = <.001***; p <.01**; 
p <.05*.  
 
An examination of Table 6.5 reveals that, with School B, there were significant 
differences in the means for four of the five competencies (SEA, SOA, RES, and RED) from 
Time 1 and Time 2, with means at Time 2 being lower, with p values of .000, .017, .008 and 
.013 for self-awareness (SEA), social awareness (SOA), relationship skills (RES) and 
responsible decision making (RED) respectively. There was no significant difference 
between the means for SEM at Time 1 and Time 2. The corresponding effect sizes (d) ranged 
from medium (SOA, RES, RED) to large (SEA). In Flynn’s (School B, Year 4) classroom, 
there was no formal social and emotional learning program for him to explicitly teach. The 
surveys completed by Flynn reflecting his perspective of his students’ development could 
indicate that there was also very little informal teaching of the skills.  
4. Student Behavioural Records 
The two teachers, Bailey and Flynn, were in possession of the Responsible Behaviour 
Plan for Students (http://education.qld.gov.au/studentservices/behaviour/bm-plans.htmlv) 
which provided a description of the behaviour infractions as well as a matrix showing 
examples of the behaviours. Based on these documents, behavioural records were kept as 
required by the school, that is, by the classroom teacher and the administration office.   
Study of these disruptive behaviours highlighted differences in referable behaviours 
between the two different school environments as well as those causing short and long school 
disciplinary absences, that is, suspensions from school. The relevant school disciplinary 
absences data, based on the same identified grounds for suspension behaviour categories by 
both schools, were collected from each school at the conclusion of the data collection period.   
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Minor Infractions 
The following Table 6.6 provides an overview of the nature of student behavioural 
misdemeanours during the data collection period considered to be minor.  
Table 6.6. 
Summary of Minor Infractions, Year 4 School A and School B 
School 
Number 
infractions 
No 
Students 
Location Type and frequency of incidence 
A 3 5 Playground 
After-school care 
Transition 
Unsafe behaviour (1) 
Physical aggression (1) 
Physical aggression (1) 
B 337 19 Classroom Interfering with others’ learning  (133) 
Not following directions (86) 
Physical aggression (31) 
Inappropriate contact/aggression (28) 
Task refusal (21) 
Leaving work area/classroom (15) 
Verbal Non/verbal misconduct (14) 
Unsafe behaviour (7) 
Inappropriate use of technology (1) 
Vandalism (1) 
 
The Year 4 class at School A incurred a total of three minor infractions during the data 
collection period, involving five different students. None of these incidences occurred in the 
classroom. School B incurred a total of 337 recorded minor infractions during the data 
collection period; 19 different students were involved and all these incidences occurred in the 
classroom or in a classroom setting such as the computer room.  
As can be seen from Table 6.6, at School B, the majority of infractions related to 
“interfering with others’ learning,” followed by “not following directions”. Of the total of 
337 infractions, identified and recorded by Flynn, the 133 occurrences of interfering with 
others’ learning involved 16 students from a cohort of 29 students. From the same cohort of 
29 students, the 86 recorded incidences of not following directions involved 15 students. 
Nine students were involved in over six misbehaviours which immediately placed them in the 
third tier of the three tiered System of Prevention as outlined in the Schoolwide Positive 
Behaviour Support system. One student incurred 89 of the total number of infractions, one 
student incurred 79, another student 47. There was little difference in the time of day that 
these infractions occurred.  
Major Infractions 
Table 6.7 provides an overview of the nature of the misdemeanours which were 
considered to be major.  
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Table 6.7 
Summary of Major Infractions, Year 4 School A and School B 
School 
Number 
infractions 
No 
Students 
Location Type and frequency of incidence 
A 3 2 Playground Physical aggression (3) 
B 64 8 Playground (32) 
Classroom (23) 
Undercover area (8) 
Offsite (1) 
Physical aggression (29) 
Verbal misconduct (2) 
Property misconduct (1) 
Combinations of: 
Not following directions 
Threats to others 
Bullying 
Physical aggression 
Defiant behaviour (32) 
 
Two students from Bailey’s class (School A) were involved in three major reportable 
incidences, physical aggression, during the data collection period. None of the major 
infractions from this group occurred in the classroom. Eight students from Flynn’s class 
(School B) were responsible for the 64 major reportable incidences. One student was 
responsible for 20 incidences, a second student was responsible for 13 incidences, another 
student was responsible for 11 incidences and the remaining five students were responsible 
for five or less incidences. The total number of major infractions at School A for the data 
collection period was 227. Bailey’s class contributed less than 1% (.8%) to the total number 
of major offences. The total number of major infractions at School B for the data collection 
period was 423. Flynn’s class contributed over 14% (14.6%) to the total number of major 
offences.   
In summary, both schools implement the Schoolwide Positive Behaviour Support 
program but students who experienced dedicated social and emotional learning skill building 
participated in considerably fewer minor and major infractions.   
Chapter Summary 
Analysis of the interviews with Bailey and Flynn and the observations of them within 
their Year 4 classrooms, provided the researcher with commonalities and differences in the 
teachers’ understandings of social and emotional learning competencies as well as the way in 
which these competencies were represented in their classrooms. This was supported with the 
analysis of surveys completed by the teachers representing their students’ perceived 
development of the competencies over the data collection period and supplemented with 
school records of student disciplinary absences for the corresponding period. Both classrooms 
had been organised using Schoolwide Positive Behaviour Support, which was being 
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implemented at both schools. Additionally, the students in Bailey’s class at School A, in their 
fourth year of primary schooling had commenced immersion 2.5 years previous to this study, 
in the schoolwide social and emotional learning program, You Can Do It! Education. This 
program actively builds the CASEL social and emotional learning competencies. After 
reviewing by Michael Bernard, the author of You Can Do It! Education, the alignment of the 
social and emotional learning skills developed in this program with the CASEL social and 
emotional learning skills is shown in Table 3.4.  
Both Bailey and Flynn identified the importance of students’ development of social and 
emotional learning competencies as skills needed for their success at school and in adulthood 
(Bears & Watkins, 2006). Both Bailey and Flynn were supportive teachers, neither 
demonstrating an authoritative approach. Bailey supported the development of these 
competencies through weekly delivery of the formal program, You Can Do It! Education as 
well as through the delivery of the school curriculum. Bailey also reactively addressed 
necessary skill development as required. Flynn did not have a formal social and emotional 
learning program to follow and relied on group work and team leadership initiated by him to 
develop social and emotional learning skills. Both teachers presented themselves in a calm 
manner and were respectful to their students. They valued respect as a behavioural 
expectation and in the case of Bella also as a way of teaching social and emotional learning 
competencies. 
There were difficulties in Flynn’s classroom with the implementation of Schoolwide 
Positive Behaviour Support and school procedures were often not followed. As well, some 
students did not engage with the external rewards system of the Schoolwide Positive 
Behaviour Support program. Flynn did not have either a personal or school framework for the 
use of language reflecting the development of social and emotional learning competencies 
and language reflecting self-awareness, social awareness and responsible decision making 
was often overlooked by him (see Table 6.2). The five months’ duration of this study saw 
little change in behaviours or development in social and emotional learning skills in Flynn’s 
room. The analysis of the observations indicated that some of the students in Flynn’s 
classroom required intensive behavioural intervention (they were at the “pointy end” of the 
Schoolwide Positive Behaviour Support triangle requiring tertiary intervention). Students 
were regularly disengaged and Flynn often spoke over students, using terms of endearment 
rather than respect.  
As shown in the analysis, language reflecting social and emotional learning 
competency development was used frequently in Bailey’s classroom and it was used by both 
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the teacher and students with a familiarity possibly from having developed these skills over 
preceding years. The noise level was low in the classroom, students were mostly engaged and 
mutual respect was evident. Empathy was displayed by students as they supported each other. 
Bailey did not speak over students and he addressed them by name.  
The following four steps to successfully promote social and emotional learning 
development: 1. Teach the skills proactively; 2. Practice the skills; 3. Feedback from 
teacher/trainer on skill development; and 4. Promoting transferring the skills into other areas 
of students’ lives (Bernard, 2006; Bierman, 2004). Step 1 was not practised at School B. 
Meanwhile, the behavioural difficulties faced by the students in this classroom at School B 
contrasted greatly in frequency with those of the comparable cohort at School A. There were 
considerably fewer behavioural incidences with the students who demonstrated more 
developed social and emotional learning skills (Osher et al., 2007).  
As demonstrated in the analysis of the survey data on social and emotional learning 
competencies collected during this study, students in Bailey’s classroom commenced the year 
with more developed skills than students in Flynn’s classroom and maintained the lead over 
the course of the study. There was no identifiable improvement, as demonstrated by the 
surveys Flynn completed at the end of the data collection period, in the development of social 
and emotional learning competencies in Flynn’s classroom.  
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Chapter 7 
 
Case Study Three: Two Year Two Classroom Teachers 
This chapter reports the results from the data collected from the classrooms of the two 
Year 2 teachers who participated in this study: Grace (pseudonym) School A and Sophia 
(pseudonym) School B. This study addressed the overarching research question and research 
sub-questions b and c, namely, to identify in a Schoolwide Positive Support environment, the 
strategies being successfully employed by teachers (in this case study, two year 2 teachers) to 
encourage students’ development of social and emotional learning skills as well as their 
perceived impact of the development of these skills on classroom climate. To achieve this, 
data were collected from: 1. Interviews with the classroom teachers; 2. Classroom 
observations; 3. Survey of students’ social and emotional learning competencies; and 4. 
Student behavioural records. In the following chapter, all participants’ quotations will appear 
in italics and quotation marks.  
1. Interviews 
Interviews with the Classroom Teachers 
The interviews with the two Year 2 classroom teachers (Appendix C) were analysed 
using an a priori approach to group responses into the pre-determined groupings of: (A) 
perceived importance and understanding of social and emotional learning competencies; (B) 
development of social and emotional learning competencies; and (C) changes to classroom 
climate as a result of developing these competencies (Bernard, 2006; CASEL, 2013, 2015; 
Garibaldi et al., 2015). Figure 7.1 provides the derived themes (black text) of the interviews 
with the Year 2 teachers and an overview of the analysis of the interviews with common 
responses highlighted in red, responses specific to Grace (School A) highlighted in purple, 
and responses specific to Sophia (School B) highlighted in green. A table of examples of 
quotes relating to derived themes Year 2, is provided in Appendix P. 
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Figure 7.1. Model showing derived themes of Interviews with Teachers (Year 2). 
Perceived Importance and Understanding of Social and Emotional Learning. 
Grace and Sophia agreed that students benefitted from the development of social and 
emotional learning competencies as skills in these competencies empowered students to 
communicate effectively both inside and outside of school although they approached this 
development from different perspectives. The analysis of the interview, based on the 
groupings of responses identified above, with Grace, School A, revealed that her perception 
of the importance of social and emotional learning competencies was that students need to 
feel, “comfortable and confident in themselves before they can start learning effectively” 
(Interview, line 16). She believed the development of social and emotional learning skills, 
specifically naming “confidence, awareness, assertiveness”, optimized students’ learning as 
well as benefitted students when interacting with others in the playground and outside the 
school environment. Building relationships, turn-taking, cooperation, and resilience were also 
identified by Grace as necessary and important social and emotional learning skills. Grace 
revealed she would also like her students to know how to walk away or say “no” when 
appropriate.  
Sophia, when asked about her perceptions of social and emotional learning skills 
commented that these skills were necessary for students so they could recognise and deal 
with their feelings. Because of her students’ difficulty in expressing their feelings 
appropriately, she determined that “feelings” was the most important group of social and 
emotional learning skills to develop “… what I in the classroom would do is encourage that 
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they, if there’s an issue talk about it with the kids, talk about their feelings. How they would 
deal with it,” she said. At the commencement of the school year, Sophia spent a lot of time 
discussing behavioural expectations and feelings with her students and then addressed other 
problems as they arose. Sophia added that she spent the necessary time discussing feelings 
with her students because in her experience students lashed out when they were “cranky” and 
upset, because they did not know how to either talk about or express their feelings. The 
development of social and emotional learning skills assisted students to manage their feelings 
not only at school but also at other events such as sporting activities, she reflected. Sophia 
believed that these skills could be transferred “If something’s upsetting them then, you know, 
and say they’re at some kind of um sporting event, or something like that, that they take part 
in at least they’re going to know how to deal with that in everyday life,” she said.  
A. Developing the Social and Emotional Learning Competencies. 
Grace and Sophia applied the development of the required skills both proactively and 
reactively. Grace demonstrated a commitment to the social and emotional learning program, 
You Can Do It! Education (Bernard, 1995, Bernard, 2003) implemented in the school.  “We 
get an overview of what we can teach the students or help them develop …” Grace said. She 
went on to explain that she also addressed the building of these skills reactively. “If 
something arises on the day like today we had a bullying incident … I would slide that into 
my day,” she said and “If I notice that well the students aren’t really organised this week, or 
if there’s not a lot of turn-taking happening, then I’ll make that the focus for the next few 
days or even the next week.” Teaching social and emotional learning skills reactively as 
opportunities presented themselves made the learning, in Grace’s opinion, more meaningful 
as the incidents were current and “fresh” enabling students to readily see consequences of 
behaviours.   
In contrast, Sophia pointed out that the development of these skills was not embedded 
in the school’s curriculum so she promoted the development of an understanding and 
management of “feelings.” Sophia considered her students’ ability to understand and manage 
their feelings impacted directly on their ability to discuss their problems. “They might not 
understand why they are so upset and by talking about it and ... finding out how to deal with 
these things, it’s going to allow them to tackle (problems) outside of school as well,” she said. 
She also pointed out that her school was organised using the behavioural framework 
Schoolwide Positive Behaviour Support and that this program was used as the mechanism for 
teaching students’ behavioural expectations.  
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Self-Awareness. 
The teachers were reminded of the meaning of self-awareness as recognising emotions, 
personal interests and strengths and maintaining a well-grounded sense of self-confidence. 
Grace (School A) and Sophia (School B) were asked to identify the ways in which they 
assisted students to develop this competency and what student behaviours they identified as 
reflecting self-awareness.   
Grace tried to “catch” her students when they were “having a go.” “I think it’s just 
building their confidence up so catching them when they’re doing something great,” was a 
strategy she used, she said. Grace demonstrated this by sharing her experience of one of her 
young students who had been withdrawn and a school refuser. Over time, this student 
commenced regular attendance and shared her work with other students. Grace used these 
occasions as an opportunity to talk about confidence, a positive attitude and the impact of 
thinking on behaviour. It was good to attempt something new, “having a go,” she said. 
“Building up their confidence” was also important, Grace said, especially with students who 
were having difficulty with their learning. One method Grace used to achieve this was to 
comment positively on students’ achievements. She liked to comment on what the student 
had achieved rather than comment on what the student had not achieved, or had yet to 
achieve, for example, she said to a student who was having difficulty with handwriting “look 
at you you’ve done that, you’ve done that so well.”  
Spending time with students who were withdrawn in her classroom to encourage them 
to talk about themselves, was an important approach in the development of self-awareness in 
Sophia’s students. By asking students about their interests, likes and dislikes, Sophia 
considered that she was not only learning about the students but assisting these withdrawn 
students to recognise their strengths and feelings. Sophia liked to observe her students when 
they had free time. This helped her to know her students and provided discussion topics, the 
goal of which was to assist students to become more sociable and “aware of their own likes, 
dislikes and interests,” she said. As students’ skills developed, Sophia noticed that they began 
interacting with their peers; they became interested in each other’s activities. “They start 
doing these things so you can see her interacting with the other kids. Um so when they’re 
interested in what she’s doing and she takes an interest in them you can see those friendships 
forming. So, that’s quite nice,” Sophia said.  
In summary, Grace concentrated on building her students’ confidence promoting self-
awareness. She did this by encouraging her students to attempt all their work, to “have a go” 
and by commenting positively on the achievements of her students rather than incorrect or 
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uncompleted work. Sophia liked to encourage her students to participate in class. She did this 
by getting to know her students’ likes and dislikes, strengths and weaknesses and so was able 
to communicate with them, to draw them into participating.  
Self-Management. 
Regulating emotions to handle stress, control impulses, and motivating oneself to 
persevere in overcoming obstacles, setting and monitoring progress toward the achievement 
of personal and academic goals, and expressing emotions appropriately are the key 
characteristics of self-management as defined by the internationally accepted authority 
Collaborative for Academic, Social and Emotional Learning (2003, 2007). Grace and Sophia 
were asked how they addressed the demands of this competency. Unlike the Years 4 and 6 
students participating in this study, managing feelings of anger was not a social and 
emotional learning skill which Grace and Sophia had to address with their current cohorts of 
students. 
Grace and Sophia both encouraged their students to be persistent, to keep trying. Grace 
said she encouraged students, sometimes working with them individually, when they 
struggled with their work. She liked to remind them that “they can do it, they can persist and 
it’s not okay to say ‘I don’t know’ or ‘I can’t’, ‘Sorry I can’t do it’.” When teaching her 
students, to Sophia, it was more important that they tried hard and put in effort than always 
being correct; “you don’t have to get it right all the time as long as you try your best … When 
they try … they will get somewhere. They might not get it right all the time but they’re 
learning from their mistakes.” Sophia observed her students pushed themselves further than 
in the past and she considered this to be a positive sign that the students were trying 
independently to overcome learning obstacles. “Things they might be finding a bit hard, with 
mathematics they might persevere more and push through that. Once they start to like, find 
an interest in it and positive reinforcement,” she said, that she observed her students 
experience success.  
Grace sometimes found it difficult teaching self-management skills to her students. She 
wanted to be positive in the classroom and demonstrated expected behaviours so that students 
knew what the required behaviours “looked like.” However, Grace felt that sometimes she 
was repeating herself continuously and even then some students did not become aware of her 
goal. At those times, she resorted to actually identifying by name the students who were not 
complying and pointing out what they individually needed to do to meet behavioural 
expectations at that moment. Grace then had to deal with resulting behaviours which, in 
themselves, were often not positive. Some of these students would then sulk or withdraw 
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particularly if they were asked to sit on the thinking mat (a Schoolwide Positive Behaviour 
Support behaviour management process). These students would then be reminded who owned 
the behaviour as she explained to the students that she was not angry with them and that they 
were sitting there because of “choices” they had made.  
Sophia helped her students set small goals at the beginning of tasks, for example, when 
her students commenced a writing task, they discussed the need for editing before 
considering the task to be completed. As a teaching tool, she used this exercise to help 
students identify expectations so students would know in their future writing tasks that they 
should observe and attend to those things which in the past needed correction during editing. 
When faced with behaviours they didn’t like, she encouraged students to recognise their 
feelings and use verbal responses such as “stop it, I don’t like it.” 
In summary, Grace and Sophia both encouraged their students to be persistent, the 
emphasis being on attempting the work and not necessarily the answer. Grace also took time 
to demonstrate expected behaviours while Sophia addressed goal setting.   
Social awareness.  
Described as being “able to take the perspective of and empathise with others; 
recognising and appreciating individual and group similarities and differences” (CASEL, 
2007), social awareness, both Grace and Sophia commented, was taught in their classrooms 
through example, especially empathy. Encouraging students to accept individual differences 
was important to both Grace and Sophia. Grace noted that one of her students who wore 
hearing aids was accepted by his peers although the students were curious about the hearing 
aids and they recognised him as being different from themselves. They did not isolate him but 
accepted his circumstances as normal for him. “I have got a um a little boy in my class with a 
hearing impairment so he wears hearing aids… um but he doesn’t, he’s not really isolated 
because the kids are really intrigued by him and they, and they like, they-that, I think they 
really embrace his difference”, she said. Discussing his difference and explaining to his peers 
the necessity of the aids and how they worked, seemed to normalise the difference and the 
initial intrigue was removed.  
Sophia also noted that individual differences did not cause any behavioural problems in 
her classroom “because they’re so used to being around other children that are different to 
them in some way.” At the commencement of the school year, Sophia talked to her students 
about similarities; especially the similarity of a person’s feelings and the need to respect each 
other’s feelings and when feeling upset, she stressed the need to give each other time to deal 
with those feelings.  
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Bullying among some of the students was a problem. While she had seen some 
improvement after teacher intervention in the bullying instances, Grace noted that the 
students involved in the bullying were not demonstrating adequate communication skills 
making these instances difficult to manage. Talking about the feelings of others and being 
respectful was also identified by Grace as methods she had successfully experienced when 
teaching social awareness skills. Grace went on to comment that “for some of the students in 
my class I definitely have seen improvement; being able to empathize a bit more with others.” 
Celebrating Harmony Day and participating in Multicultural Week activities from the 
preparatory year of learning meant that there were students from one culture participating in 
dances from other cultures. Sophia pointed out that there would be Vietnamese students 
participating in Indian dancing and Greek dancing. When asked if this helped in developing 
empathy, Sophia replied that “it does”. Sophia believed that the students in her class, 
especially those who had been enrolled at School B since the commencement of their formal 
years of schooling, really cared about each other and were supportive of each other. This 
support has been, she noted, extended to include a student with particular needs who enrolled 
recently. She went on say that her students have identified their peer’s needs without 
discussion from her and have quite independently undertaken to “look out for him.”  
Playground behaviour provided many opportunities for Grace to help students develop 
the social awareness competency. Role plays were often used to teach the appropriate and 
expected behaviours of social awareness, demonstrated in the following example: “someone 
tripped me over, even if it was an accident … check and see if that person’s okay; so we 
might do a role-play. Student A might have tripped over Student B: ‘Okay Student A it was an 
accident but you still need to see if your friend’s okay’. So doing things like that, you know, 
‘even though it’s not your fault, Student B is your friend, just go say ‘Student B are you okay, 
I’m sorry that happened’’. So I think for me it’s those little moments even in the classroom, it 
might be an accident, but just stopping and going well you still need to say sorry, still check if 
that person’s okay.” Since these role plays, Grace said she has seen the expected behaviours 
demonstrated by students in her classroom.  
One of Sophia’s students, who engaged in verbal altercations with the teacher on 
numerous occasions, had recently become more settled, Sophia observed. Sophia said that 
this student responded well to positive reinforcement and that she especially liked to know 
that the teacher was happy with her. Sophia noted, however, that after any absences from 
school this student went through a period where she once again tested the boundaries before 
settling and as before, positive reinforcement assisted this student to settle. Tiredness 
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impacted on students’ behaviour and learning and Sophia experienced difficulty in engaging 
her students towards the end of term when they were tired and did not want to learn. She was 
keen to see how their behaviour changed after the holidays.   
In summary, Grace and Sophia both encouraged students’ acceptance of personal 
differences. Empathy was also addressed by both of them. Grace talked about the feelings of 
others while Sophia encouraged her students to look after each other. Grace also used role 
playing as a medium for building social awareness, while Sophia used positive reinforcement.  
Relationship skills. 
Grace and Sophia were asked what methods they used in their Year 2 classrooms to 
assist their students learn how to maintain healthy and rewarding relationships based on 
cooperation and resistance to inappropriate social pressure, preventing, managing and 
constructively resolving inter-personal conflict, and seeking help when asked (CASEL, 
2007). Learning how to cooperate, identified both Grace and Sophia, assisted their students to 
develop relationship skills. “Learning by doing” was also a method Grace used to promote 
cooperation. This was achieved by organising activities which required two students to work 
together, promoting cooperative play. Learning by doing provided time for Grace to “sit with 
the students and … we’ll have blocks, we’ll have board games, it could be even just colouring 
in, two-player games as well where we incorporate turn-taking … and just being friendly … 
to each other … you don’t have to be best friends but you still have to be friendly towards 
each other and respectful … so I find that time is helping, um, just calm them down a bit and 
just think of the right decisions while we’re playing.” Cooperation from students was 
developed using safety issues which were considered important by Sophia. She expected her 
students to show their cooperation through adherence to the safety code when leaving the 
room and knowing that there were “consequences to actions” helped, said Sophia. Using the 
behavioural expectations matrix organised by the school for Schoolwide Positive Behaviour 
Support and which included a time-out mat for thinking about behavioural choices and 
consequences also helped said Sophia. “Being hard on them … has paid off,” she said.  
Talking about the day had proven useful in Grace’s class as well as a sharing circle 
where students told their peers in the circle about one positive and one negative thing that had 
happened during the day. The teacher used responses in this sharing circle to identify those 
aspects of relationship skills with which the students needed help. The teacher did not single 
out any students but addressed issues identified in this way with her class cohort. Meanwhile 
Sophia helped students resolve friendship conflicts by teaching the students the necessary 
skills. She gave the example of two students in her class who were good friends but both of 
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whom were dominant, creating tensions at times. Each of the students, however, approached 
conflict in different ways; one of them used verbal aggression. Sophia used this as an 
opportunity to discuss appropriate ways to build relationships and resolve conflict.   
While Sophia was satisfied with her students’ adherence to the behavioural 
expectations which were required to operate her classroom successfully, she noted that the 
playground could cause them some problems. She felt that her current Year 2 class was 
immature compared with year 2 students she had taught in the past and they could become 
very “sooky” if they did not get their own way; behaving as if they were in trouble if they 
were reprimanded and generally, as a group, did not like to be redirected.  
In summary, cooperation with the teacher and with peers was promoted by Grace and 
Sophia. Grace used cooperative play, while Sophia concentration on cooperation to ensure 
safety. Grace facilitated sharing circles as a medium for students to get to know each other, 
while Sophia actively helped students develop the skills to solve friendship conflicts.  
Responsible decision making. 
Making decisions based on a consideration of all relevant factors, including applicable 
ethical standards, safety concerns, and social norms; the likely consequences of taking 
alternative courses of action; evaluation and reflection is responsible decision making 
(CASEL, 2007). Evaluation and reflection on behaviour occurred almost automatically in 
Grace’s classroom, as well as in Sophia’s classroom. Grace took opportunities throughout the 
day to stress that the rules mostly address safety concerns for students so that “we’re able to 
learn and be happy.” Sophia used the concept of time-out as a means of assisting students to 
reflect on the decisions they made regarding their behaviour. Initially, Sophia gave the 
students three warnings but with repeated choices of the same inappropriate behaviour, she 
would not give pre-warnings but initiated the consequence of time out. On other occasions, 
Sophia would reduce the number of pre-warnings. There were other consequences that the 
Year 2 students needed to learn about and accept, for example, when students were given 
time-out, an official record was given to the administration of the school. Two official 
records meant that the student could not participate in celebration days. Students who, during 
the school year, received one official record for unacceptable behaviour choices did not 
receive a school reward in the form of a badge. Sophia felt that this school expectation was 
unreasonable for the younger students who were still learning and who came to school from 
varied backgrounds.  
Grace asked her students if they were making the right choices. When asked how did 
she know if they were taking into consideration relevant factors including safety concerns 
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and social norms, Grace responded with “if a child is choosing the wrong behaviour they will 
go to time-away and it’s only for five minutes and I … try when I bring them back to the class 
to have at least two minutes with them just to sit with them … having that reflection time … 
times.” 
Outside the classroom, Sophia used her school’s playground “thinking circles” scribed 
within the eating areas. These circles were used in a similar way to “thinking mats” in 
classrooms – places where students were expected to consider and evaluate their behavioural 
choices. Thinking circles were areas to send students who persistently refused to follow 
playground behaviour expectations; a “thinking mat” in the playground.  
In summary, students’ evaluation and reflection of their actions was addressed 
whenever opportunities presented; sometimes through safely discussions. Students’ choices 
of behaviour were discussed as required in Grace’s room while Sophia used thinking circles 
to encourage students’ evaluation of behavioural choices. 
B. Classroom Climate. 
Both Grace and Sophia had noticed that their students became calmer as the year 
progressed. Grace also noted that more learning took place as social and emotional learning 
skills developed because at the “beginning of the year there were lessons that I couldn’t even 
touch because we spent so much time lining up outside or so much time getting quiet on the 
carpet.” She pointed out that it was no longer necessary to stop and start so much and “most 
days just go … through sessions and it’s good and sometimes at the end of the day they’re 
like ‘is that the bell for lunch?’ and I’m like,‘no that’s the home bell’, they’re like, ‘wow!’” 
Group work and transitions between sessions particularly had improved, Grace 
observed. She added that transitions around the school had also improved. Grace also noted 
that setting up the students for learning at the beginning of each session was important and 
when she had not taken the time to do this there was the potential for “chaos.” Grace 
commented that teaching the social and emotional learning skills from early in the year 
benefitted the students.  
Sophia noticed that some of her students had become less shy, more confident in 
coming to the front of the classroom and using the board. While her class remained difficult 
to manage when their emotions escalated (e.g., over-excited) she felt her students were more 
outgoing and comfortable. Her classroom had a relaxed environment and was stress-free 
“they’re a little bit more… out of their shell really and more comfortable with me” and “they 
all get along generally really well,” she said.  
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In summary, Grace (School A) and Sophia (School B) both shared a similar 
understanding that social and emotional learning skills benefitted students both at school and 
outside the school environment. They shared very little in their understandings of the 
competencies except the need to be able to develop and transfer the necessary skills into other 
situations and environments. Grace implemented a social and emotional learning program 
(You Can Do It! Education) which actively built all the social and emotional learning 
competencies. In contrast Sophia relied on helping students develop an understanding of their 
feelings. In Grace’s class, self-awareness was developed through successful communication 
skills and confidence, while in Sophia’s class there was an emphasis on forming friendships. 
Both teachers emphasised the importance of self-management as the need to keep trying, to 
persist in their activities, but discussed the importance of safety in different contexts: Grace 
in the context of responsible decision making and Sophia in the context of relationship skills.  
At the time of the interviews with the teachers, observations of Grace and Sophia in 
their classrooms had commenced. The following section documents the results of 
observations by the researcher, which occurred in these two Year 2 classrooms for nine hours 
over a period of five months (see Chapter 3 and Appendix J).   
2. Observations 
Observations of Year 2 Classrooms 
The following section reports the results from analysis of the audio-recordings of 
classroom observation sessions and field notes. The results are organised into (A) Social and 
emotional learning language; (B) Classroom climate; and (C) Other observable techniques to 
direct and support students. Figure 7.2 provides an overview of the analysis of the 
observations with common themes highlighted in red, themes specific to Grace (School A) 
highlighted in purple, and themes specific to Sophia (School B) highlighted in green. 
153 
Figure 7.2. Model showing analysis of Observations with Teachers Year 2. 
Social and Emotional Learning Language. 
The analysis of the data collected during the observation sessions revealed that both 
Grace and Sophia used social and emotional learning language to varying degrees when 
communicating with their classes (see Table 7.1); that is language which reflected the 
building of social and emotional learning competencies and their specific skills. The language 
was categorised according to the CASEL social and emotional learning competencies, 
namely self-awareness, self-management, social awareness, relationship skills, and 
responsible decision making (see Table 3.4 for descriptions of the competencies).   
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Table 7.1 
Examples of Teachers’ Language Reflecting Social and Emotional Learning Skills 
Development 
CASEL SEL TEACHER LANGUAGE 
Self-
Awareness 
Grace 
I want to see your eyes on me. Understanding? Listening? 
Be confident, you can do it. I know you can. 
I would like you to have a go. 
Wow, Student 1’s hand is straight up for a question.  
I love how Student 2’s hand is up so everyone needs to be listening.  
Sophia 
That’s a lot better than what it was before. Student 3, well done.  
Please sit quietly … show me good listening. Do you think that was listening? 
Student 4’s not paying attention to you. He’s trying to figure it out by himself.  
What are you doing with your eyes?  … when you look at me you’re being 
respectful.  
Self-
Management 
Grace 
Very neat. I can tell you are trying hard there. Keep it up.  
I like how you’ve moved yourself to do some great work there, excellent.  
Just a reminder, that first bell means you …come back to the classroom … 
that is your time to be getting a drink, going to the toilet … 
You have worked. I would like everyone to give themselves a pat on the back. 
Sophia 
You go back and try the ones you don't know. 
I can see you’ve been practising, am I right? And when he made a mistake he 
went back didn’t he and fixed his mistakes. Good.  
You don't need to be the fastest at everything but we need to try our best.  
Have you cleaned your area and picked up all the paper? 
Social 
Awareness 
Grace 
Well done Student 5 and 6 for helping others ... I really like to see that. 
And it's important, people in this group that you are listening to the person 
who is reading. 
Orange group you might like to help another group pack up, because you did 
such a nice job.  
Sophia 
Student 7, can you please go and check on Student 8? 
I know that everyone here takes care of each other's things. Well done.  
I want to be hearing these people read so that when it's your turn they're also 
doing the right thing for you. 
… At least he's still listening to a friend who's sharing.  
Relationship 
Skills 
Grace 
Well what do you need to do when you're finished? I know you're finished 
Student 9. I am coming … to people who’ve got their hands on their heads … 
sitting on the carpet please. I am looking for the group who can do this 
quietly. I added a few more names to the happy side. Because I noticed them 
sitting very very respectfully, well done. 
Sophia 
You were quiet before you came in. Let’s keep it that way. Thank you for 
putting your hand up.  
I like how you're sitting there quietly now. 
Thank you Student 10, for putting up your hand.  
We are being very respectful; we have lovely manners.  
Responsible 
Decision 
Making 
Skills 
Grace 
Lovely to see you holding those scissors … very safely, very nicely. 
Once you have finished, you need to put your hands on your head because I 
want to give you a sticker for your work.  
Did you say you rode a skateboard down the slide? Is that a safe thing to do? 
A warning, next time you're on the sad side … Sit at your desk thank you. 
Sophia 
We’re ignoring that, hopefully he might think ‘oh everyone else is doing a 
very lovely sitting job on the carpet, maybe I’ll do it too.  
Try to handle your problem by yourself. If you think it’s not going to work … 
then go straight to a teacher. But if you think that if you talk to them a little bit 
that your problem might be solved, then talk to them first.  
Note * Names of students have been substituted with the word “student” followed by a number. 
 
Analysis of Table 7.2 revealed that in the Year 2 classrooms at both School A and B, 
social and emotional learning language was more evident in session 1 (commencement of the 
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school day) than in session 2 (middle of the school day), while taking into consideration that 
session 1 was 30 minutes longer than session 2. The analysis of Table 7.2 also revealed 
relationship interactions were used most frequently in both Grace’s and Sophia’s classrooms, 
followed by self-awareness and self-management language. Further analysis of the use of 
social and emotional learning language revealed that this language was more evident in 
Grace’s classroom as shown in the comparison of the frequency and nature of the language 
used by the two teachers during the observation data collection sessions (Table 7.2 below).    
Table 7.2 
Frequency of Use of Specific Social and Emotional Learning Language 
 
COMPETENCIES 
SCHOOL A  SCHOOL B 
Session Total  Session Total 
1 2   1 2  
Self-Awareness 27 5 32  9 4 13 
Self-Management 20 4 24  8 5 13 
Social Awareness 7 0 7  6 0 6 
Relationship Skills 40 29 69  22 5 27 
Responsible Decision Making 5 2 7  1 0 3 
TOTAL 99 40 139  46 14 60 
 
Comments from Grace were encouraging and positive in nature during session 1, the 
first teaching session of the day. Examples of this include: “Might have to write some names 
on the happy side because some of your cards are full. Lovely, I love how quiet some of these 
people are over here. Beautiful, well done. Much better, I can tell most of you are ready to 
listen” and “You know it. Then well done, excellent. You’re working so hard and I hope after 
the holidays with a little bit more hard work you’ll be on your spelling words, OK?”  The 
nature of Grace’s interactions with her students included a large number of procedural 
comments. The number of these lessened as the semester progressed and as students 
understood the behavioural expectations.  
Analysis of language used by Sophia at the beginning of the day showed it to be mainly 
reactive in nature but did incorporate some reminders of behavioural expectations, such as  
“do you talk when I’m talking to a parent? What do you need to do? Well then, no you don’t 
just be quiet, you need to do something else. What is it? Wait patiently” and “that’s not 
quietly … First thing in the morning you need to start thinking about what you need to do.” 
During the observation data collection sessions, over the semester there was a change in the 
style. The comments towards the end of the data collection period (the end of Semester 1) 
indicated that by then Sophia had the expectation that her students knew the behavioural 
procedures. It was noted that terms of endearment, rather than given names, were often used 
by Sophia, and were also often used when encouraging students.  
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Analysis of Grace’s session 2 comments indicated they were more reactive (corrective) 
in nature than during session 1and incorporated reminders of behavioural expectations, for 
example: “Stop, come here. Do you understand why you were in time out? You were being 
silly and very unsafe on the carpet. And what about you? Not following instructions OK, you 
need to change your behaviour so you don’t end up there again, OK?.” Similarly, analysis of 
Sophia’s session 2 comments indicated that, like morning sessions, they were corrective in 
nature and also incorporated reminders of behavioural expectations, occasionally using 
humiliation. For example, “That’s enough, that’s enough. I’ve had enough of having to hear 
you interrupt everyone else’s learning. Get to work and that’s it. You’re already here at 
lunchtime. Do you want to make it longer? ... I don’t care what they told you A, you’re a big 
girl; you need to start doing the right thing. You know the difference between right and 
wrong but you keep making silly choices. So that’s your problem not anyone else’s.”  
A. Classroom Climate. 
The climate of a classroom plays a very meaningful role in providing an atmosphere 
which is conducive to students’ development of social and emotional learning competencies 
(Redding & Walberg, 2015; Zins et al, 2004). Audio-transcripts of observations made in 
Grace’s and Sophia’s classrooms during the data collection period, as well as field notes 
made during this period were analysed to determine the overall classroom climate which 
included respect and cooperation, students’ motivation and morale and tone of the teacher 
(see Appendix G). As described previously, a classroom in which social and emotional 
learning competencies are being actively addressed is an environment where students have 
the opportunity to build their self-efficacy promoting respect for self and others and therefore 
cooperation; an environment where students are encouraged learn without fear of failure; an 
environment where the teacher is warm, welcoming and accepting (Redding & Walberg, 
2015; Zins, et al., 2004).  
Respect and cooperation.      
Demonstration of respect was a high priority in these two classrooms and while the 
students were sometimes talkative, they were respectful for the majority of the time. Grace 
and Sophia had a similar approach when assisting their students to be respectful and to 
cooperate. The two teachers used courteous, pleasant language when addressing their 
students and expected their students to follow suit when replying or talking to their peers. 
They knew the procedural expectations when their teachers announced varying activities. 
From the beginning of the school year, both Grace and Sophia had taken the necessary time 
to address the behavioural expectations. Students were expected to cooperate demonstrating 
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the expected behaviours when these procedures and routines were being carried out. “We’re 
going to sit quietly. If I have to remind someone of where they sit or what they’re doing or 
meant to be doing on the carpet, I’m just going to tell you to put your name on the thinking 
…,” Sophia said. During transitions between activities and sessions, Grace’s Year 2 students 
occasionally became unsettled. However, the students’ attention was quickly drawn back to 
their task: “OK, I love how K’s sitting nicely. And J’s got her hand up but I’m waiting for a 
quiet class” and “1, 2, 3 eyes on me. I love how M stopped and her eyes are on me. I need to 
see all your lovely eyes on me. Excellent. Well done, R. J, I need to see your eyes on me. I can 
still see M’s and J’s eyes on me, well done. You need to start packing up.”  
Grace’s students demonstrated respect to their peers as, on those few occasions when 
some students’ listening skills were being taxed and attention waned, they did not disrupt 
others’ learning. When attention to the task decreased, the students responded to reminders 
from their teacher. Grace’s students enjoyed the classroom activities. Students were friendly 
both to each other and to visitors in their room. The teacher, Grace, rarely allowed herself to 
become distracted from her students and, if an interruption was required, she very quickly 
returned her attention to them.  
Although a few individual students were often reminded about the need for listening, 
most of the time, Sophia’s students were respectful to her and to their peers. They 
demonstrated this by listening to their teacher, waiting patiently for her when necessary, and 
although they talked together sometimes, it was usually at an appropriate level “So you need 
to show your respect. That’s not being very respectful at all. You’re not listening to me. How 
do you show that you are being respectful? What do you do? Yep, you’re not talking to 
anyone.” Students were taught respect for their peers, and reminded of expected courteous 
behaviour to each other, each morning when the roll was taken. Each student knew the name 
of the student who followed them on the list and in turn they wished the next student “Good 
morning” thereby providing the teacher with the opportunity to note who was present and 
simultaneously inviting and practising courteous communication peer to peer. Students also 
demonstrated a friendly attitude towards each other and towards visitors in the classroom.  
The majority of Sophia’s students demonstrated cooperation as required, following the 
teacher’s requests. They worked well in groups, listening attentively to the teacher when she 
led a group and working together, self-directed, in other groups. When working 
independently, some students required reminders about behavioural expectations, mainly the 
need to work without communicating with others and these students responded appropriately.  
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Motivation and morale. 
Students in both Grace’s and Sophia’s classrooms were motivated (see Table 7.3), 
demonstrated by their enthusiasm and keenness to complete activities. Grace demonstrated 
the calm, friendly and enthusiastic emotions she expected from her students. She supervised 
her class and monitored their activities very closely during the sessions, making it evident 
that the achievements of her class were her highest priority during session time. The level of 
noise heightened at times during transitions compared with other activities but students 
settled quickly to the changed work and sometimes the changed environment or location 
within the room. 
The students in Sophia’s classroom also demonstrated cooperation and motivation (see 
Table 7.3) although time taken to engage all students was sometimes prolonged as a few 
required persistent prompting and encouragement to settle. At these times, Sophia used 
Schoolwide Positive Behaviour Support procedures (thinking mat and traffic lights) where 
names were placed on a light, or equivalent, to show whether students’ behaviours were 
acceptable, required monitoring, or unacceptable.  
Table 7.3 
Student demeanour and understanding of behavioural expectations  
Criteria Teacher Observable Characteristics 
Student 
 Demeanour 
Grace 
Cooperative 
Responded with gentle reminders 
Enthusiastic, working together 
Transitions sometimes a little noisy but mostly knew what to do 
Keen to complete their work 
Sophia 
Cooperative, knew procedure, enjoyed activity, some restlessness 
Mostly attentive, some restlessness on carpet 
Respectful and listening 
Little chatty but mostly working 
Understanding 
Behavioural 
 Expectations 
Grace 
Behavioural expectations were made clear and understood by 
students at the commencement of and during sessions and activities. 
Behavioural expectations during student presentations made clear. 
Mostly self-directed; transitions to activities sometimes noisy 
Sophia 
Behavioural expectations were made clear and understood by 
students at the commencement of and during sessions and activities. 
Transitions were smooth but a little noisy 
Students knew routines; were mostly self-directed 
Tone of teachers. 
During the observation periods, neither Grace nor Sophia raised their voices when 
interacting with their students. They spoke with firm, but quiet, authoritative voices. 
Examples from Grace’s classroom including:  “I’m going to give you a warning, next time, 
you’re on the sad side. Go and sit at your desk, thank you” and “Stop, come here. Do you 
understand why you were in time out? You were being silly and very unsafe on the carpet. 
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And what about you? Not following instructions. OK, you need to change your behaviour so 
you don’t end up there again, OK?” 
Grace’s quiet, friendly and encouraging manner was especially noted when she 
addressed the students both as a group and individually when organising and motivating them 
to participate in activities, as in “I might have to give the dolphins a sticker for their group 
chart. Dolphins you’re working really well.” Sophia also used a warm, encouraging voice 
when talking to her students. Much of Sophia’s time was spent reminding her students about 
behavioural expectations in the classroom but Sophia always did this using her quiet, patient 
tone. When explaining to the students what listening meant, as in “How do you show you’re 
listening? You don’t make silly noises, that’s right but what are you doing with these? Now 
what are you doing with your eyes? OK, that’s showing that you’re listening. When you look 
at me you’re being very respectful,” she spoke encouragingly not authoritatively.  
Grace gave her class positive feedback regularly, for example, “J and B, I can tell you 
are making a big effort at sitting nice and quietly,” and “Once you have finished, you need to 
put your hands on your head because I would like to give you a sticker for your work.” 
Sophia also gave positive feedback frequently: “I love the way these frogs are nice and quiet, 
waiting patiently. Thank you A you did that very nicely.” Sophia helped her students by 
modelling appropriate facial expressions when reading, and during group work, she led her 
group with enthusiasm.  
Only when students were sitting on the carpet did Grace teach them as a cohort: “Show 
me you can sit respectfully on the carpet. P’s doing a great job. S, I’m just waiting for you to 
cross your legs and face me please.” Grace’s attention to her class was intense and throughout 
sessions, as students worked either individually or as a group, Grace moved amongst them. 
Much of the teaching session was spent by Sophia from the front of the room. She often 
continued to stay at the front of the room when groups had moved to their desks, although on 
occasions she did move around the room checking and stamping her students’ work.  
On occasion, Sophia used humiliation when attempting to motivate students to change 
their behaviour. Examples of this include: “because you’re in year 2 … not pre-school,” “My 
goodness that’s baby stuff, I don’t want to share. That’s what preps do,” “I don’t like 
whinging. I’m still hearing people talk. Year 2’s don’t whinge. Because you’re all big now 
and there’s no such thing as whinging” and “you’re a big girl, you need to start doing the 
right thing.” 
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Other Techniques to Direct and Support Students. 
Non-verbal communications. 
Occasionally, Grace used non-verbal communication techniques to draw her students’ 
attention. She used an activity where students were required to copy her actions. She placed 
her hand on her nose, following by her ear and her chin. To participate successfully, students 
needed to be looking at their teacher. On other occasions, as Grace moved amongst her 
students, she was observed patting her students. These touches were given in a friendly, 
warm manner which could only be interpreted as reminders or acknowledgements. Also, on 
some occasions, clapping of the hands was used by Grace to encourage her students to look at 
her when she wanted to redirect their attention.    
The non-verbal communication techniques employed most frequently by Sophia were 
facial expressions and extended silences. She used facial expressions to demonstrate her 
patience, waiting and annoyance. Extended silences were occasionally used to draw 
individual student’s attention. When students were sitting as a group on the carpet, Sophia 
sometimes used her eyes to focus on students until they sensed they were being watched and 
gave her the attention she required.  
Use of reprimands. 
Grace used a chart showing a happy side and a sad side. After reminding students of 
appropriate behaviour, she would threaten to place the student’s name on the sad side, if 
required. Conforming to the expected behaviour allowed the student’s name to go back to the 
happy side. Grace used this chart as a teaching tool – to encourage the appropriate behaviour 
without issuing a warning. Grace also used her school’s Schoolwide Positive Behaviour 
Support behaviour process of time-out and buddy class. She used this in conjunction with her 
chart indicating happy/sad side and the Schoolwide Positive Behaviour Support procedures 
were used when students repeatedly violated the expectations and therefore received a 
warning.  
Sophia used Schoolwide Positive Behaviour Support techniques as consequences to 
behaviour in her classroom. Some of these techniques were positive such as putting a 
student’s name on the “star student” board. Other techniques were consequences of 
inappropriate choices such as sitting on the “thinking mat” or putting your name on the “sad 
side.” These techniques rewarded appropriate choices and gave students who made 
inappropriate behavioural choices the opportunity to rethink their behaviour to facilitate a 
positive outcome. Sophia often reminded her students of behavioural expectations and 
consequences. Sometimes, Sophia considered that her students had already experienced 
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sufficient time to understand and accept appropriate behaviours. In these circumstances, 
Sophia did not give the students warnings, or “chances” but the students would be 
immediately given the consequence especially when these behavioural expectations were 
ones which students had experienced since their “prep” schooling. On only one occasion 
during the observation sessions was a more severe consequence given to a student; the 
student was sent to a “buddy” room and then to the office.  
3. Surveys of Students’ Social and Emotional Learning Competencies 
As with the Year 6 and Year 4 students participating in this study, surveys to identify 
the perceived development of social and emotional learning competencies in each of the two 
Year 2 classes were completed by their teachers, Grace and Sophia at Times 1 and 2 
(commencement and conclusion of the data collection period) , as shown in Appendix Q.  
During the interlude between Time 1 and Time 2, Grace,  (School A), was formally building 
social and emotional learning competencies through the delivery of You Can Do It! 
Education and her students had experienced the implementation of this program for at least 
the two years previous to the collection of data. To address the development, paired-samples t 
tests were conducted, the results of which are tabulated in Tables 7.4 (School A) and 7.5 
(School B). No statistical outliers were identified (see Appendix Q) in the survey data 
collected for the two Year 2 classes.  
Effect size, d, (Cohen, 1988) was calculated to measure the magnitude of the 
difference in the development of social and emotional learning skills in students during the 
data collection period. Possible effect sizes can range from large (greater than 0.8), to 
medium (over 0.5) and small (over 0.2) (Cohen). 
 
Table 7.4 
Standard Deviations and paired sample t tests and Effect Sizes for Year 2 School A at Time 1 
and Time 2 
 
 
School A 
t 
 
p d Time 1 Time 2 Paired  
M (SD) M (SD) M (SD) 
SEA 3.471 (.572) 3.735 (.652) -.265 (.548) -1.991 .064 -.483 
SEM 3.382 (.546) 3.441 (.682) -.059 (.670) -0.362 .722 -.088 
SOA 3.510 (.774) 3.275 (.757)  .235 (.744) 1.301 .212 .316 
RES 3.588 (.364) 3.500 (.573)  .088 (.467) 0.779 .448 .189 
RED 3.559 (.609) 3.294 (.830)  .265 (.773) 1.412 .177 .342 
NB: SEA = Self-Awareness, SEM = Self-Management, SOA = Social Awareness, RES = 
Relationship Skills, RED = Responsible Decision making; df = 16; p = <.001***; p <.01**; 
p <.05*.  
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An examination of Table 7.4 shows that, based on Grace’s perceptions of her 
students’ development in all five of the competencies (SEA, SEM, SOA, RES, and RED) 
there was little difference in the means at Time 1 and Time 2. An examination of the relevant 
p-values indicated that there were no statistically significant differences during this period in 
the development of the social and emotional learning competencies. While the upper limit for 
each competency was a score of 5, the Year 2 class of School A scored means between 3 and 
4 in all the competencies at both the commencement and conclusion of the data collection 
period. This could be because Grace (School A, Year 2) was developing the social and 
emotional learning competencies both formally through the program and informally during 
the delivery of the daily curriculum.  
Table 7.5  
Means, Standard Deviations and paired sample t tests and Effect Sizes for Year 2 School B at 
Time 1 and Time 2 
 
School B 
t 
 
p d Time 1 Time 2 Paired 
M (SD) M (SD) M (SD) 
SEA 3.370 (.578) 3.630 (.602) -.261 (.455) -.2748 .012* .573 
SEM 2.783 (.899) 3.424 (.813) -.641 (.527) -5.839 .000*** -1.218 
SOA 3.752 (.705) 4.522 (.650) -.770 (.890) -4.147 .000*** -.865 
RES 3.565 (.963) 3.957 (.733) -.391 (.616) -3.046 .006** -.635 
RED 2.913 (.443) 2.913 (.515) .000 (.691) .000 1.000 .000 
NB: SEA = Self-Awareness, SEM = Self-Management, SOA = Social Awareness, RES = 
Relationship Skills, RED = Responsible Decision making; df = 22; p = <.001***; p <.01**; 
p <.05*.    
 
An examination of Table 7.5 shows that, with School B, there were significant 
differences in the means for four of the competencies (SEA, SEM, SOA, and RES) from 
Time 1 and Time 2, with the means at Time 2 being higher with p values of .012, .000, .000, 
and .006 for SEA, SEM. SOA and RES respectively. The corresponding effect sizes range in 
magnitude from medium (SEA, RES) to large (SEM, SOA). There was no formal social and 
emotional learning program in School B but Sophia’s unique attributes in her approach to 
teaching social and emotional learning competencies could have had a positive effect on 
students’ development of these skills. Sophia (School B, Year 2) placed a lot of emphasis on 
the teaching of feelings from the perspective of recognising and understanding personal 
feelings as well as recognising and understanding the feelings of others.   
4. Student Behavioural Records 
The two teachers, Grace and Sophia, were in possession of their school’s Responsible 
Behaviour Plan for Students (http://education.qld.gov.au) which provided a description of 
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behaviour infractions as well as a matrix showing examples of the behaviours. Based on these 
documents, behavioural records were kept as required by the school, that is, by the classroom 
teacher and the administration office.   
Comparison of disruptive behaviours in Grace’s and Sophia’s classrooms highlighted 
differences in referable behaviours between the two school environments as well as those 
causing short and long school disciplinary absences, namely suspensions from school. The 
relevant school disciplinary absence data, based on the same identified grounds for 
suspension behaviour categories used by both schools, were collected from each school at the 
conclusion of the data collection period.   
Minor Infractions 
Table 7.6 provides an overview of the student behavioural misdemeanours during the 
data collection period which were considered to be minor.  
Table 7.6 
Summary of Minor Infractions, Year 2 School A and School B 
School 
Number 
infractions 
No 
Students 
Location Type and frequency of incidence 
A 1 1 Playground Physical aggression (1) 
B 55 9 Classroom Not following directions (20) 
Verbal misconduct (15) 
Interfering with others’ learning (11) 
Unsafe behaviour (5) 
Physical aggression (3) 
Leaving classroom (1) 
A total of one minor infraction, physical aggression, which occurred in the playground, 
was recorded for one student from the Year 2 class at School A. The incident occurred in the 
second break between Sessions 2 and 3 and in the first half of the data collection period.   
During data collection at School B, nine different students in the Year 2 class were 
involved in 55 incidences, identified by Sophia as minor infractions. All these incidences 
occurred in the classroom or in a classroom setting. At School B, 20 infractions involved not 
following directions, 15 minor infractions were verbal misconduct, 11 interfering with others’ 
learning, 5 unsafe behaviour, 3 inappropriate contact/physical aggression and 1 leaving the 
classroom. While there were a total of nine students involved in the minor incidences at 
School B: two students were reported for one infraction each while five students had between 
two and six infractions placing them in the second tier of the Schoolwide Positive Behaviour 
Support program Three Tiered System of Prevention. Two students were involved in over six 
misbehaviours which immediately placed them in the third tier of the Schoolwide Positive 
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Behaviour Support program Three Tiered System of Prevention. One student incurred 23 of 
these infractions, one other student incurred 15 of these infractions. Minor infractions 
included not following directions, interfering with others’ learning, leaving classroom, 
verbal/non-verbal misconduct and unsafe behaviour. The majority of the infractions occurred 
during the middle session of the day.   
In summary, Year 2 students who were in School A, where there was a social and 
emotional learning skill building program, demonstrated many fewer infractions. In spite of 
the number of minor infractions in Sophia’s classroom, her warm, encouraging manner 
positively impacted the class’s learning environment and minimised the disruption caused by 
these infractions.   
Major Infractions 
Table 7.7 provides an overview of the nature of the occurring infractions which are 
considered to be major. From the class observed in Year 2, School A, there were no major 
infractions. From the class being observed in Year 2, School B, 4 students were involved in 
eleven major incidents, six of which were perpetrated by one of the students.    
The total number of major infractions at School A for the data collection period was 
227. The School A Year 2 class involved in this study did not contribute to this number. The 
total number of major infractions at School B for the data collection period was 423. The 
percentage contribution by Year 2 to the total number of major offences at School B was 
2.6%.   
Table 7.7 
Summary of Major Infractions, Year 2 School A and School B 
School 
Number 
infractions 
No 
Students 
Location Type and frequency of incidence 
A 0 - - - 
B 11 4 Classroom (7) 
Playground (4) 
Disruptive/non-compliant (4) 
Physical misconduct (3) 
Property misconduct (2) 
Lying/cheating (1) 
Other (1) 
 
 
Chapter Summary 
Analysis of the interviews with Grace and Sophia and the observations of them within 
their Year 2 classrooms, provided the researcher with commonalities and differences in the 
teachers’ understandings of social and emotional learning competencies as well as the way in 
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which these competencies were represented in their classrooms. This was supported with the 
analysis of surveys completed by the teachers representing their students’ perceived 
development of the competencies over the data collection period and supplemented with 
school records of student disciplinary absences for the corresponding period. Additionally, 
the students at School A, in their third year of primary schooling (Preparatory year, years 1 
and 2) had been immersed in the proactive social and emotional learning program, You Can 
Do It! Education, from their first day of formal schooling. As stated in earlier chapters, You 
Can Do It! Education actively builds the CASEL social and emotional learning competencies 
and the author of this program, Michael Bernard, reviewed the alignment of skills as shown 
in Table 3.4.   
Both Grace and Sophia identified the importance of students’ development of social 
and emotional learning competencies for success at school and as students developed into 
adulthood. Although they approached it differently, success at both school and after school 
was the goal of both Grace and Sophia and both teachers reported that their classrooms were 
calmer as their students’ social and emotional learning skills became more pronounced and 
that the environment in each of the rooms was more conducive to learning.  
Grace encouraged her students’ development of self-awareness through building 
confidence while Sophia focused on an understanding by students of their feelings. Both 
teachers addressed self-management through teaching their students persistence and 
acknowledging that behavioural choices were personal choices and taking personal 
responsibility for choices was also the focus of self-management in Grace’s classroom while 
goal setting was also an important focus in Sophia’s. While there was very little language 
reflecting the development of social awareness, the development of empathy through 
recognition of feelings in others, was a high priority in Sophia’s room during the early part of 
the data collection period, the early part of the academic year. Respect for others, promoting 
better relationships (relationship skills) was facilitated by Grace in her classroom. Being safe 
by cooperating promoted these skills in Sophia’s students although while relationships had 
improved in the classroom, they had not yet been transferred to other school environments. . 
Students’ choices in behaviour were also used to teach responsible decision making by both 
Grace and Sophia. However, while the philosophical approach of Grace at School A was 
reflection and evaluation of safety in the choices made, the approach of Sophia at School B 
was rewards and punishment. Both teachers valued respect as a behavioural expectation and 
in the case of Grace also as a way of teaching social and emotional learning competencies.   
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As stated in earlier chapters, the proactive teaching of social and emotional learning 
skills, identified as the first step in promoting their development (Bernard, 2006; Bierman, 
2004), did not occur schoolwide at School B. Meanwhile, behavioural infractions occurred 
with less frequency in the environment (School A) which proactively encouraged the 
development of social and emotional learning competencies. As demonstrated in the analysis 
of the surveys collected at the commencement and conclusion of this study, the students at 
School A improved their social and emotional learning skills in two of the competencies and 
recorded lower scores at the end of the data collection period in three of the competencies. 
When asked about this by the researcher (post data collection and during the analysis of the 
data), Grace commented that she believed she had higher expectations of her students 
towards the end of the data collection period. Overall, however, as demonstrated in the 
analysis of the survey data on social and emotional learning competencies collected during 
this study, students in Grace’s classroom commenced the year with more developed skills 
than their comparable cohort at School B and overall maintained this development over the 
course of the study.   
The students in Sophia’s classroom, however, made considerable inroad in their 
development of the social and emotional learning competencies, mainly due to their teacher’s 
intensive focus on feelings of self and others during the first part of the data collection period. 
They maintained their development in one competency (responsible decision making) and 
improved in the other four competencies. However, there were fewer behavioural infractions 
in School A where a social and emotional learning program was being taught and, while 
fewer behavioural infractions does not guarantee better educational outcomes, the 
environment was more conducive to the possibility of this happening.  
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Chapter 8 
 
Discussion 
This study examined the development of social and emotional learning competencies in 
six classrooms in two schools. A specific pre-condition of each classroom observed as part of 
the study was the implementation of Schoolwide Positive Behaviour Support (Sugai, 1992; 
Sugai & Horner, 2006, 2010). The classrooms at one of the schools also implemented a 
schoolwide social and emotional learning program, You Can Do It! Education (Bernard & 
Cartwright, 1995; Bernard, 2006). Research has identified positive outcomes for students’ 
learning when they are educated in an environment employing a schoolwide framework of 
positive behaviour (Solomon, Battistich, Watson, Schaps, & Lewis, 2000; Sugai et al., 2010). 
Research has also identified positive outcomes for students’ learning when they develop 
social and emotional learning competencies (e.g., Blair & Raver, 2015; Brackett & Rivers, 
2011; Payton et al., 2008). This chapter discusses the findings of the study addressing the 
overarching research question: in a Schoolwide Positive Behaviour Support environment, 
what strategies are being successfully employed by teachers to encourage students’ 
development of social and emotional learning skills? In doing so, the discussion also 
addresses the research sub-questions: 
a. What are the perceptions and understandings of social and emotional learning 
competencies of the Administration team (Principals and Deputy Principals) 
and how were these successfully applied at the schools? 
b. What are the perceptions and understandings of social and emotional learning 
competencies of the Years 6, 4 and 2 teachers who participated in this study 
and how were these successfully applied in their classrooms? 
c. What is the perceived impact of the various strategies at the two school 
environments on school/classroom climate? 
To investigate the research, three case studies were undertaken at two state primary 
schools (Schools A and B). Schools A and B were located in the same district and therefore 
their students were considered to have a similar socio-economic background. Each of the 
three case studies included two classes, one from each school. Participating in this study from 
Schools A and B respectively were Bella and Emmy (Year 6, Case Study 1), Bailey and 
Flynn (Year 4, Case Study 2), and Grace and Sophia (Year 2, Case Study 3) as well as two 
focus groups of students, drawn from Bella’s and Emmy’s classes. The principals of Schools 
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A and B, Helen and Alexis, also participated as did the respective Deputy Principals, Nerida 
and Millie.  
The data were collected from interviews with the principals, deputy principals, teachers 
and focus groups of students. Observations of the teachers, their perceptions of their students’ 
development of social and emotional learning competencies and their students’ disciplinary 
records also comprised the data collection. The data were triangulated revealing consistency 
in the trends that emerged addressing the research questions and identifying the (A) overall 
findings of the study. This chapter also addresses: (B) the limitations of the study, (C) 
implications of these findings for educational policy and practice, (D) future directions for 
research, and (E) concluding comments.  
A. Overall Findings of the Study 
The main overall finding of this study was that in classrooms implementing the 
behaviour framework, Schoolwide Positive Behaviour Support, students develop more social 
and emotional learning competencies when there is also implementation of a schoolwide 
social and emotional learning program such as You Can Do It! Education. While there are 
opportunities for students to learn in a classroom where the Schoolwide Positive Behaviour 
Support program is being successfully applied, there are more opportunities for students to 
learn when social and emotional learning competency development is being specifically 
(formally) addressed across the school.  
This strategy, the formal schoolwide teaching of social and emotional learning skills, 
over and above the implementation of Schoolwide Positive Behaviour Support:  
1. facilitated more development of students’ social and emotional learning 
competencies;  
2. provided more opportunities for student learning because there were few student 
disruptions in classrooms where students demonstrated well developed social 
and emotional learning skills; 
3. provided teachers and students with a common language; and,  
4. facilitated a school/classroom environment more conducive to learning. 
The following discusses the data and related literature to highlight the above findings. 
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1. Development of Students’ Social and Emotional Learning Competencies 
The administration leadership (Principals and Deputy Principals) of Schools A and B 
both aimed to establish an environment which maximised opportunities for learning for all 
students to be successful both at school and after school. To achieve this goal, each of these 
Administration teams recognised the importance of students’ development of social and 
emotional learning competencies (Durlak et al., 2011), although their approaches were 
diverse and variations existed in how they interpreted and developed these competencies. The 
Administration team of School A recognised them as skills developed over and above those 
skills developed in the Schoolwide Positive Behaviour Support program and had 
implemented a schoolwide social and emotional learning program. The Administration team 
of School B relied on the teaching of the Schoolwide Positive Behaviour Support behavioural 
expectations matrix supported by a specifically developed school program for some students 
based on teacher identified “social skills deficits” in individual students.  
Both principals and deputy principals at the two schools involved in this study aimed to 
establish their administration office environments as safe environments to encourage self-
management. From their experiences, they believed that heightened emotions, specifically 
feelings of anger, were the underlying cause of most behavioural difficulties (Sutton, 2004; 
Webster-Stratton et al., 2008). They both implemented mechanisms to assist students to self-
manage, such as providing a safe environment in which students could self-calm before 
addressing the underlying issue, and providing adult acknowledgment of success when 
students set themselves small goals to achieve self-management throughout the day.  
While not all the classroom teachers involved in this study had a formal understanding 
of social and emotional learning competencies, many of the required skills were nevertheless 
addressed. The goal of each of these teachers was similar to their respective administration 
teams, to provide environments for their students which were conducive to maximising 
learning. How these teachers approached this varied as did their personal philosophies 
regarding their classrooms. However, the common theme was their acknowledged 
responsibility to their students and an identified goal for their students to maximise their 
learning opportunities not only within, but also beyond, the classroom environment. To some 
of these teachers, beyond the classroom environment meant other learning environments 
within the school while to the majority of them, it also meant outside of the school 
environment. As reflected by the teaching and administration staff of Schools A and B, 
environments for students where learning conditions are optimised is the goal of most 
educators (Konings et al., 2005; Learning and Wellbeing Framework, DETE, 2012).  
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The benefits of implementing Schoolwide Positive Behaviour Support, or Positive 
Behaviour for Learning as it is also known, are well documented (Weissberg, et al., 2015). 
Students in those classrooms where this program was being correctly implemented would 
have reaped the benefits of knowing and understanding the behavioural expectations in 
varying school environments. Indeed, the Principal at School A noted that the implementation 
of Schoolwide Positive Behaviour Support had enabled classrooms to operate more 
effectively. The principal at School B noted that this program had improved the climate at the 
school. It was, however, in those classrooms where the strategy was more than observing the 
principles of the Schoolwide Positive Behaviour Support program, where students had also 
been immersed and were continuing to be immersed in a formal schoolwide social and 
emotional learning program, in this study You Can Do It! Education, that the most developed 
social and emotional learning competencies were recorded (see Tables 5.6, 6.5, 7.5). Also, 
students in classrooms where they had been immersed in social and emotional learning 
during previous years of schooling demonstrated skills that were more developed. Therefore 
in classes such as the upper primary School A, Year 6, and the middle primary School A, 
Year 4, social and emotional competencies were well advanced. Furthermore, it should be 
noted that the students in School A, Years 6 and 4, who demonstrated well developed social 
and emotional learning competencies had been immersed previously for only two and half 
years. 
As well, the students in the Year 6, School B classroom where Schoolwide Positive 
Behaviour Support was being correctly implemented and where the teacher promoted the 
development of social and emotional learning competencies informally, also made 
considerable achievements in the development of their social and emotional learning 
competencies during the period of this study. There was very little development in the Year 
4, School B classroom where the teacher was neither appropriately implementing Schoolwide 
Positive Behaviour Support nor developing the social and emotional learning competencies 
either formally or informally. 
In summary, the classrooms where students demonstrated the most developed social 
and emotional learning competencies were those classrooms where their teachers successfully 
practised both Schoolwide Positive Behaviour Support and schoolwide social and emotional 
learning program, such as You Can Do It! Education which addressed the desired 
competencies. The Schoolwide Positive Behaviour Support program guided teacher 
management of students’ behaviour (Bear et al., 2015) in the short term while students 
developed social and emotional learning skills and became equipped to manage their own 
emotions and behaviour.  
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2. Opportunities for Student Learning 
Analysis of the data collected from the six teachers showed that there were fewer 
disruptions in those classrooms which demonstrated a commitment to the principles of 
Schoolwide Positive Behaviour Support and even fewer behavioural disruptions in those 
classrooms which demonstrated a further commitment to building social and emotional 
learning competencies. In some of these classrooms, behavioural disruptions were almost 
non-existent (see Tables 5.7, 5.8, 6.6, 6.7, 7.6, 7.7) especially in the classrooms where the 
teachers were formally building social and emotional learning competencies. This was 
especially evident with the data relating to School A, Years 6, 4 and 2. In these classrooms, 
both Schoolwide Positive Behaviour Support and a formal social and emotional learning 
program were being implemented. The numbers of behavioural incidences (both minor and 
major) in these three classrooms were small. Incidences in the Year 6 class, School A, were 
three minor and one major, the incidences in the Year 4 class, School A, were three minor 
and three major and incidences in the Year 2 class, School A were one minor and zero major. 
Fewer disruptions equates to more opportunities for students’ learning (Civic Enterprises et 
al., 2013). In these classrooms, as the students’ competencies developed, less time, or no 
time, was lost where teachers were required to stop the class, regroup or refocus students 
before the opportunity to learn could be resumed. Time lost in this manner over a period 
could be considerable and could be cause for concern for most teachers.  
Furthermore, students in these classes demonstrated these competencies not only in the 
classroom but also in other school environments, as evidenced by the few behavioural 
incidences outside the classroom. Teachers reported that their students were more willing to 
self-manage (persist) in their learning and to think confident thoughts such as “have a go” 
(Bernard, 2006) and that they were calmer as they developed social and emotional learning 
competencies. Calmer students led to fewer disruptions as evidenced in those classrooms 
where students were proactively developing their social and emotional learning 
competencies. Classrooms where there were fewer distractions or disruptions provide 
environments more conducive to learning. While the Schoolwide Positive Behaviour Support 
program identifies, through the use of the positive behaviour support three-tiered triangle of 
prevention, those students who require assistance to manage their behaviour (Bear et al., 
2015), a schoolwide social and emotional learning program benefits ALL students. In the 
latter, ALL students are empowered as their social and emotional learning skills are 
developed (Durlak et al., 2011; Jennings & Greenberg, 2009), with the opportunity for 
development to be maximised. A schoolwide social and emotional learning program provides 
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those students who may not be distracted from learning but who are not learning to the best 
of their ability, with the opportunity to develop the necessary skills for learning if required. 
The original design of Schoolwide Positive Behaviour Support was to address 
behavioural issues and teachers’ management skills (Dunlap et al., 2009). Research has 
shown that the development of social and emotional learning skills improves academic 
achievement (Durlak et al., 2011). Therefore, while Schoolwide Positive Behaviour Support 
attends to the external management of students’ behaviour at school, social and emotional 
learning skills attend to internalised management of behaviours addressing among other 
things, the required skills for learning. 
Additionally, within the many and varied areas for learning in the school environments 
of School A and B, it is the classroom learning environment which benefited initially from 
the development of students’ social and emotional learning skills. This study also 
demonstrated, that in those classrooms where the teachers were successfully implementing 
Schoolwide Positive Behaviour Support, more behavioural incidences occurred in the 
classroom when students demonstrated less developed social and emotional learning skills. 
Furthermore, this study also demonstrated that there was a high incidence of classroom 
behavioural infractions, in those classrooms where Schoolwide Positive Behaviour Support 
was not being successfully implemented and where the students demonstrated low social and 
emotional competencies development. Schoolwide Positive Behaviour Support was written to 
address the problems of disruptive classrooms (Dunlap et al., 2009) but with the development 
of social and emotional learning skills, responsibility for students’ behaviour would be placed 
directly in the hands of the students (Bear et al., 2015).  
In summary, in the classrooms implementing both a schoolwide behaviour framework 
and a social and emotional learning program, there were very few disruptions to learning. 
More opportunities to learn could be provided in these classrooms. In one of these 
classrooms, in School A, their teacher reported (see page 20), that sometimes students entered 
a “state of flow,” indicating total engagement in the teaching and learning at that time.  
3. Schoolwide Social and Emotional Learning Language 
In this study, the students who developed more social and emotional learning skills 
were in classrooms where the specific language was common (Hertz-Lazaroqitz, 2008; Zins 
et al., 2004); that is, where there was a formal social and emotional learning program as well 
as a positive behaviour framework. Both a formal social and emotional learning program (e.g. 
You Can Do It! Education) as was the case in this study, and Schoolwide Positive Behaviour 
Support have respective common languages. Teachers’ use of a common language reflecting 
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social and emotional learning competencies has been found to facilitate students’ 
development of emotional intelligence (Brackett & Rivers, 2011; Zins et al., 2004) or 
emotional literacy (Panju, 2008). Although language reflecting the development of social and 
emotional learning competencies was used by all the teachers who participated in this study, 
the degree of use of this special language varied considerably in frequency and nature (see 
Tables 5.3, 6.2, 7.2). The use of social and emotional learning language occurred more 
frequently in classrooms where the schoolwide social and emotional learning program was 
being implemented. Furthermore, in the classrooms where the language was common, School 
A, students also used the same specialised language as their teachers (Gillies, 2008), as 
reported by the Year 4, School A teacher.  
This study has also shown that when Schoolwide Positive Behaviour Support is being 
implemented according to the guidelines, it is possible to develop social and emotional 
learning competencies when the teacher personally undertakes, without the provision of a 
formal program, to use the relevant language to support students’ development of these skills 
(Elias et al., 1997; Panju, 2008). This was demonstrated in two of the classrooms observed, 
namely, Year 6, School B (Case Study One) and to a lesser degree Year 2, School B (Case 
Study Three). Those teachers who were in these two School B classrooms used appropriate 
language, but not as frequently as the teachers at School A who were immersed in a 
schoolwide program. Also, as the language used at School B was not common, there was no 
pre-determined consistency of meaning, and not all the competencies were addressed in all 
the classrooms, possibly because of the lack of a formal program. Furthermore, there was no 
structure for continuing growth; that is, progression in development in following years of 
schooling.  
One of the benefits of a schoolwide approach is that the language used is common to 
both the teachers and the students as they progress through their years of schooling (Gillies, 
2008; Zins, et al., 2004). This was especially noted by the Year 4 teacher, School A who said 
that her students used the language when talking about the behaviours of their peers. While 
the use of language reflecting social and emotional learning competencies can promote the 
development of students’ social and emotional learning skills, the more advanced 
development of social and emotional learning skills in students occurred where there was 
high frequency of use. The frequent use of social and emotional language would support 
students to develop their own vocabulary in this language which in turn has been shown 
(Barrett, Lindquist, & Gendron, 2007) to assist students to become more aware of themselves 
and others as well as being better able to understand and manage their feelings. Furthermore, 
the high frequency of specialised social and emotional learning was delivered in classrooms 
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also using the specific vocabulary of the behaviour framework. An advantage to students in 
classrooms where they had been immersed in social and emotional learning over previous 
years of schooling was that their skills were more developed as demonstrated with School A, 
Years 6 and 4. Furthermore, as the students in School A, Years 6 and 4, who demonstrated 
well developed social and emotional learning competencies had been immersed for only two 
and a half years, it could perhaps indicate that when language is common and inculcates the 
total curriculum, students can develop the required skills relatively quickly.  
In summary, when programs are implemented schoolwide, common language is 
promoted. In the case of this study, the use of a common behavioural language as well as a 
common social and emotional learning language was evident in those classrooms where the 
greatest development of social and emotional learning competencies was evident and where 
there were very few disruptions to learning. However, there was also some development of 
social and emotional learning competencies in the classrooms operating within a schoolwide 
behaviour framework and where some social and emotional learning language was being 
used by the teachers. 
4. School/Classroom Climate 
A measure of a positive school/classroom environment is high motivation and morale 
(Johnsrud, 1996; Panju, 2008). The administration teams of both schools indicated that 
school climate had improved since Schoolwide Positive Behaviour Support had been 
implemented. Furthermore, it has been found that students demonstrated higher motivation 
and morale in a positive behaviour classroom when they also developed social and emotional 
learning competencies (Durlak et al., 2010; Elias, 1997). Within these classrooms, the 
environments were respectful and morale was high as these teachers’ students were motivated 
and enthusiastic to persist and complete tasks. They also demonstrated that they could 
manage their feelings, as there was very little evidence of behavioural disruptions. Students’ 
perceptions of learning changed as they valued and demonstrated the skills reflected in the 
competencies of self-awareness, self-management, social awareness, relationship skills and 
responsible decision making skills. Examples of this included being confident, trying hard 
even when work was difficult or they did not like it, having the required equipment, positive 
mind-sets, empathy, successful relationships and better decision making (Bernard, 2006; 
CASEL, 2004).  
The intrinsic nature of social and emotional learning competencies benefits all students 
(Durlak, 2011). Bloom (1976) identified affective entry characteristics as having an important 
influence on students’ success as learners. Social and emotional learning competencies 
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develop affective entry characteristics, which are described as students’ attitudes to learning 
and motivation to become engaged in tasks and succeed (Bloom, 1976). As students’ social 
and emotional learning skills develop, students change their mind-set to reflect self-
awareness (confidence) and an intrinsic belief in their potential to be successful (Anderson & 
Bourke, 2000). This was specifically demonstrated in the classroom of School A, Year 4 
where the teacher said her students no longer told her that they could not do the work. 
In contrast, the Schoolwide Positive Behaviour Support program relies on an extrinsic 
system in the form of external rewards. However, as one teacher (School B, Year 4) noted, 
external rewards were not always successful and it was difficult not only to find a reward 
which everyone valued but also for some, external rewards had no value at all. Schoolwide, 
formal social and emotional learning skill development teach all students (not just students 
with behaviour problems) to have confidence, to try, to be organised, to make friends and to 
demonstrate appropriate decisions, and this appears to lead to an internal (intrinsic) reward 
system. Students acknowledge self-awareness, self-management, social awareness, 
relationship skills and responsible decision making as valued when their teacher 
acknowledges them. It should be noted, however, that the use of external rewards can be 
successful in the early stages of students’ development of social and emotional learning 
competencies and initially when the behaviour framework is being established, as a process 
to assist the required skills to begin the internalisation process (Bear et al., 2015). 
B. Limitations of the Study 
As this study provided only a snapshot of classroom situations, some limitations need 
to be acknowledged: 1. Data collection timing; and 2. Short data collection period and small 
sample of students, which included students with behavioural difficulties.  
1. Data Collection Timing 
The study was conducted early in the academic year. This could have impacted on the 
teachers’ relationships with the students in the relevant classes where they may have known 
the students for only a short period of time (Hattie, 2011). There is also the possibility that 
early in the data collection period, in some classrooms the students were not yet completely 
settled and immersed in the new routines. This could have affected students who did not have 
well developed social and emotional learning skills (Durlak et al., 2011). Although all the 
teachers were implementing the Schoolwide Positive Behaviour Support program in their 
classrooms, one of the teachers was not implementing it appropriately. This possibly would 
have been addressed throughout the year as this program is evidence based. However, while 
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the correct implementation of the Schoolwide Positive Behaviour Support program by this 
teacher could have provided an effective behavioural framework within which the class could 
organise, there was little evidence to suggest that these students would have developed 
greater social and emotional learning competencies as there was neither implementation of a 
formal social and emotional learning program nor was there a high use of this language (see 
Table 6.2).  
2. Short Data Collection Period and Small Sample 
The data were collected over a period of one semester. Considering the potential for 
teaching students social and emotional learning skills, this could be considered a relatively 
short period of time to note students’ competency development. Nevertheless, there was 
teacher identified development of students’ competencies in this short time frame. However, 
the small sample size of classrooms, teachers and students limits the generalisation of the 
results. A larger sample size with intervention and control conditions are needed to be able to 
generalise the findings of the study.  
In one of the classrooms there were a number of students who were particularly 
uncooperative and not engaged with the concept of learning. These students were responsible 
for the majority of minor and major infractions recorded for that class during the data 
collection period. The procedures that need to be implemented in a behavioural framework 
such as Schoolwide Positive Behaviour Support provide a process for the teacher to manage 
these students. While facilitating these procedures initially requires explicit teaching, this can 
be minimalized with time and familiarity. The ongoing process requires the procedures to be 
facilitated according to the behavioural framework and this was not occurring in this 
particular classroom. Furthermore, the majority of behavioural disruptions caused by these 
students occurred in the classroom, therefore obstructing formal teaching opportunities. This 
could also have the potential to impact on the possible social and emotional learning 
development of other students in the room who were not misbehaving but who were not 
being taught because of these disruptions. In this present study, however, the impact of this 
was not a consideration because these students were members of the classroom whose teacher 
was neither building social and emotional learning competencies nor implementing the 
schoolwide behaviour framework appropriately.  
C. Implications of these Findings for Educational Policy and Practice  
From the findings of the present study, it would appear evident that specific pre-service 
teacher training would be beneficial in developing a clear understanding of the social and 
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emotional learning competencies identified as needed by students to be successful at school 
and beyond school, as well as the application and teaching of these competencies (Hanson-
Peterson, & Hymel, 2015; Schonert-Reichl et al., 2015). This could result in teachers 
developing, from the commencement of their careers, the necessary skills to assist students to 
develop their social and emotional competencies (Jennings & Frank, 2015). When teachers 
understand social and emotional learning competencies, the social and emotional learning 
language will be used during daily lessons to deliver the school curriculum, enhancing 
students’ development of the necessary social and emotional learning competencies (Zins et 
al., 2004).  
Programs that focus on social and emotional learning should be a central focus of, and 
integrated across the school curriculum. Understanding that the Schoolwide Positive 
Behaviour Support program and social and emotional learning programs, such as the You Can 
Do It! Education, complement each other and are neither alternatives nor supplementary 
enlightens teachers in their daily delivery of the curriculum. These two types of programs 
fulfil different students’ needs in the school environment: the former provides a behavioural 
framework for the environment within which students learn and operate, while the latter 
provides the skills for maximising learning, to manage emotions, and to function as a 
contributing member of the school community. Teachers who provide students with the 
opportunities to develop social and emotional learning skills empower their students not just 
within the school environment but for a lifetime. Although as noted earlier, initially, both 
these programs require intensive and explicit teaching, once they are established, the delivery 
of the programs becomes more implicit in the daily routines and curriculum of each 
classroom and other learning environments of a school. These programs are tools for 
organising students and delivering the normal curriculum daily. They could co-exist as 
teaching tools to provide opportunities to maximise learning, a goal of educators and the 
educational government authorities alike. 
If the simultaneous implementation of the Schoolwide Positive Behaviour Support 
program and a schoolwide social and emotional learning program was standardised nation-
wide or, at least, state-wide, teachers and students would be in a position to understand the 
expectations wherever they go and could transfer their skills quickly to new teaching and 
learning environments. An advantage of nation-wide implementation of a social and 
emotional learning program such as the You Can Do It! Education program is that a program 
such as this would address the globally endorsed (including Education Queensland) CASEL 
social and emotional learning competencies, and provide a curriculum of study. A 
disadvantage of the You Can Do It! Education program during the period of this study was 
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that the allocation of time addressing each of the CASEL social and emotional learning 
competencies was not equitable (see Table 3.4). This meant that the competencies as 
identified by CASEL and the competencies as identified in the You Can Do It! Education 
program (Bernard, 2002) (see p.18) were not directly and succinctly aligned. The effect of 
this when delivering this program was that more time was spent addressing one (relationship 
skills) CASEL competency and a small amount of time was spent teaching the other four 
competencies.   
D. Directions for Future Research 
While there has been considerable research in methods that can be used to evaluate 
social and emotional learning competency development (Denham, 2015; Elliott et al., 2015) 
schools could benefit from further research in this area. Haggerty, Elgin, and Woolley (2011) 
report that while there are some social and emotional learning assessment tools available to 
teachers, currently there is no standardised system of measurement for all year levels of 
schooling which can be easily transferred between schools when students change enrolment. 
Teachers’ understandings of social and emotional learning competencies impact on the 
completion of surveys that assess their students’ social and emotional learning capacities. An 
assessment/evaluation tool that allows for the progressive development of the competencies 
expressed in terms of age or year level of education would give teachers a benchmark for 
standardising their scores. Moderation of these scores could form a useful process in the 
standardisation procedure.  
The development of social and emotional learning programs which are directly aligned 
to CASEL’s identified and internationally accepted standards for social and emotional 
learning would assist in standardising procedures globally, nationally, and state-wide. The 
You Can Do It! Education program, already school-wide and already addressing the CASEL 
social and emotional learning competencies could be developed further to address the 
CASEL competencies more equitably by reorganising the teaching plans to reflect more 
equally the development of each of the CASEL competencies. While aspects of social and 
emotional learning competencies are already identified in the national curriculum, a dedicated 
national curriculum for the development of these competencies, from the preparatory years to 
Year 10, could be included in the Australian National Curriculum which all schools are 
mandated to implement.  
Further research is required to address ways in which a school-wide social and 
emotional learning program can be simultaneously implemented with Schoolwide Positive 
Behaviour Support (Bear et al., 2015). Research may include the development of programs to 
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educate and mentor teachers in the simultaneous implementation of these programs. Recent 
research (Reyes et al., 2012) has shown that teachers who are not immersed themselves in the 
value of social and emotional learning cannot teach these skills effectively in the classroom. 
The development of a social and emotional learning checklist which could be used to 
determine the degree to which a teacher is addressing social and emotional learning in the 
classroom would be a useful tool in mentoring teachers. A tool such as this would identify 
those competencies that were being actively developed in the classroom and those 
competencies that were being inadvertently or otherwise overlooked.  
A longitudinal study of students who are currently commencing their schooling at the 
Preparatory level in a school environment which supports both Schoolwide Positive 
Behaviour Support and a social and emotional learning program which addresses all the 
competencies equitably, would provide data that could lead to valuable insights pertaining to 
the effectiveness on students of these two programs being implemented concurrently. There 
are educational sites readily available where such studies could occur.  
E. Concluding Comments 
Multiple methods of data collection, namely, interview, observations, surveys and 
records, were triangulated to provide the data on which this study has been based. 
Triangulation of data from a variety of sources ensures the validity of the data. Within the 
parameters of this study, it has been shown that not only does the formal development of 
social and emotional learning skills enhance learning opportunities but that the development 
of social and emotional learning skills are intensified by the presence of Schoolwide Positive 
Behaviour Support which provides a structured behavioural framework. Furthermore, this 
study demonstrated that students’ social and emotional learning development benefitted from 
specific attention through a dedicated program, in this case the You Can Do It! Education 
program.  
Social and emotional learning competency development programs are not 
interchangeable with programs such as Schoolwide Positive Behaviour Support. These two 
programs are complementary. The Schoolwide Positive Behaviour Support program provides 
a systematic, extrinsic behavioural framework across the school environment, while social 
and emotional learning competencies are intrinsic qualities which are built in the classroom 
and other school environments during normal curriculum delivery and other school activities. 
The availability of opportunities for teacher understanding of these programs could lie with 
teacher education providers, namely those institutions that deliver education and teaching 
degrees.  
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Students are more in control of their emotions and their learning when they have well 
developed social and emotional learning competencies. External rewards which act as a 
motivation to deliver expected behaviours are replaced with intrinsic rewards, for example 
being resilient, feeling confidence, demonstrating empathy and being empowered as students 
learn to persist in overcoming obstacles to their learning. Students are given opportunities to 
feel the internal satisfaction of having worked towards achieving a goal. They confidently 
meet with and learn with their peers, manage their feelings when incidences occur, consider 
all consequences when making responsible decisions, and know how to cooperate and listen 
to others.  
Both formal and informal learning environments benefit from the explicit teaching of 
social and emotional learning skills. While the more formal learning environments benefitted 
initially, as students developed the skills, the informal, less structured environments such as 
the playground benefitted. (Civic Enterprises et al., 2013). When common language is used 
consistently students can more easily transfer skills learned in one environment to another; in 
this case from one learning environment, the classroom to another learning environment 
within the school such as the library, the playground, and the computer room or outside 
school into the home and community (Bernard, 2009; Zins et al., 2004). 
One of the benefits of implementing a school-wide social and emotional learning 
formal program is that all students have the opportunity to develop the required skills. This 
means that students who do not demonstrate behavioural challenges, or who have some 
development of the required skills are not overlooked. In the case of You Can Do It! 
Education each student’s development is monitored through the completion of surveys 
assessing development (Bernard, 2006). Although there are other ways to identify individual 
student needs, such as School B’s use of the Venn diagram (a diagram which uses 
overlapping circles to show relationships which are common), building social emotional 
learning competencies daily during normal curriculum delivery ensures the skill building 
becomes routine and proactive not reactive. It would also ensure that students are given the 
opportunity to maximise already partially developed skills.  
When authorities which oversee education ensure that schools are consistently 
organised using a schoolwide program such as the Schoolwide Positive Behaviour Support 
program and simultaneously commence the explicit teaching of social and emotional learning 
skills for all students on a daily basis embedded in their curriculum opportunities for students 
to be successful will be maximised. Development of self-awareness, self-management, social 
awareness, relationship skills and responsible decision making would empower students as 
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learners in all situations, including those situations they face at school and as adults learning 
to work within and contribute to society. 
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APPENDICES 
Appendix A Information and Consent Forms 
 
Information and Consent Forms 
 
Information Parents/Caregiver/Student Form  
 
TITLE OF PROJECT:   Practices in promoting Social Emotional Learning in 
students: A case study of six teachers.  
 
RESEARCHER:   Lauren Want, 0402 207 941 
 
SUPERVISORS:   Professor Robyn Gillies, University of Qld, 33546541 
      Assoc Professor Annemaree Carroll, University of Qld, 33656476 
 
Dear … 
 
We are inviting your student …………. to participate in a research project which will help us 
identify successful strategies for developing students’ ability to be successful at school and in 
the future.  
 
Why is this research being done?  To give teachers valuable information about how to 
teach these skills. 
  
Are there any benefits/ risks involved in this research?  Students will benefit because 
teachers will be able to develop better resources.  I cannot foresee any risks to students being 
involved in the study.  
 
What would your child have to do?  Some students will be invited to participate in a small 
discussion group.  Otherwise, it is school routine as usual. I would like to audio record the 
observations and discussion groups to ensure my data is accurate.   
 
What would you have to do?  Nothing extra.  
 
What are the benefits of the research to you/ your school/ your child/ school 
community?  
Your student could learn how to participate better at school and in the community.  
 
How will your student’s confidentiality be protected? 
I will give all students a code to ensure that all information will remain strictly confidential 
and that it is not possible to identify students.   
 
Your consent 
By signing the consent form you are indicating your willingness for your student to participate 
in the research project as it is explained in this letter. Participation is completely voluntary, 
and you are free to refuse consent altogether without having to justify that decision, or to 
withdraw your consent after first giving it and discontinue participation in the study at any 
time without giving a reason. 
 
More questions? 
Any questions regarding this project should be directed to Lauren Want, 0402 207 941 or 
lwant1@eq.edu.au.  
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Ethics 
This study has been cleared in accordance with the ethical guidelines and processes of The 
University of Queensland. These guidelines are endorsed by the University’s human ethics 
committee, the Human Experimentation Ethical Review Committee, and registered with the 
Australian Health Ethics Committee as complying with the National Statement.  
 
Complaints about the research 
If you have a complaint or concern about the conduct of this research, or if you have any 
query that the Researcher has not been able to satisfy, you may write to, or contact the 
School Ethics Officer on 33656502.  
  
Any complaint or concern will be treated in confidence and fully investigated.  
 
What do you have to do? 
Please read this Information Statement and be sure you understand it.  Please discuss the 
project with your student and if you agree to participation, please complete the attached 
consent form and return to the classroom teacher who will give it to the researcher.  
  
Please keep the Information Statement for your records. 
 
Thank you for considering this invitation and I look forward to hearing from you. 
 
Researcher: ……………………………… (Lauren Want) 
 
Supervisor ………………………………. (Professor Robyn Gillies) 
 
 
Please keep this document for your records 
 
 
  
206 
Consent Parents/Caregiver/Student Form 
 
I (print name) ........................................................................ give consent to the participation  
 
of my student (print name) ................................................... in the research project described  
 
below. 
 
Research Project Title: Practices in promoting social emotional learning in students: A 
case study of six teachers.  
 
Researcher:  Lauren Want, 0402 207 941 
 
Supervisor:  Professor Robyn Gillies, University of Queensland, 3365 6541 
  Assoc Professor Annemaree Carroll, University of Queensland,  3365 6476 
 
In giving my consent I acknowledge that: 
 
 The procedures required for the project and the time involved have been explained to me 
and any questions I have about the project have been answered to my satisfaction. 
 
 I have read the Parent/Caregiver Information Sheet and have been given the opportunity 
to discuss the information and my student’s involvement in the project with the 
researchers. 
 
 I understand that observations will be undertaken in my student’s classroom; and that my 
student may be asked to participate in a discussion group.  I also understand that the 
observations and discussions groups will be audio recorded.  
 
 I have discussed participation in the project with my student and my student has agreed 
to participate in the project. 
 
 I understand that my student’s participation in this project is voluntary; a decision not to 
participate will in no way affect their academic standing or relationship with the school 
and a decision not to participate can be made at any time.  
 
 I understand that my student’s involvement is strictly confidential and that no information 
about my student will be used in any way that reveals my student’s identity.  
 
 
Signed...................................................     
 
Name....................................................     
 
Date......................................................     
 
I the student agree to take part in this research (please circle a response)   
  
Yes   No 
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Information sheet Administration 
 
Practices in promoting social emotional learning in students: A case study of six teachers. 
 
The purpose of the proposed study is to identify successful strategies for developing students’ 
Social Emotional Learning skills. To complete this study, I request access to three classrooms at 
your school, one each of upper, middle and lower primary.  The classrooms you would nominate 
would reflect teaching practices which are proactive in delivering opportunities to students to 
develop social emotional learning skills.  All classroom activities would proceed as usual except 
for one hour when a few nominated students were withdrawn for a discussion group.  
 
All data will be collected by the researcher during semester 1, 2012 and will include 
observations, interviews, surveys and analysis of office records regarding behaviour.    
Observations will be conducted in as unobtrusive manner as possible with the teacher 
conducting classes in the usual way. All surveys will be pre-prepared with headings, teacher 
and student identification and date.   Interviews will be conducted before or after school or as 
negotiated with the interviewees.  
 
As the researcher, I cannot foresee any risks for involvement in this study.  Participants will be 
provided with a copy of data collected from them, including recordings, field notes and transcripts 
of interviews if requested. All data collected will be private and confidential and released to the 
relevant participants or for verification purposes by the examining body if necessary. A copy of the 
completed study will be given to each school, and at no time will it be possible for others to identify 
participants. The completed study will provide each teacher at each school involved in the study 
and other educational institutions with valuable information regarding the teaching of Social 
Emotional Learning skills to students. 
 
All data will be kept by the researcher on the premises of the researcher.  Data will be stored in such 
a way that it is non-identifiable.  When transporting media, it will be kept on removable devices 
which are password protected.  Until completion of the project, data will also be kept on the home 
computer and relevant files will also be password protect.  At the completion of the project, this 
data will be removed from the home computer. 
 
Participation in this project is completely voluntary and participants will sign a consent form 
indicating that they have received information about the project and agree to involvement.  
Participants may withdraw without prejudice at any time.  If this is the case, discussions will occur 
to determine the use, or otherwise, of data collected from that person.  
 
This study has been cleared in accordance with the ethical review guidelines and processes of The 
University of Queensland. These guidelines are endorsed by the University's principal human ethics 
committee, the Human Experimentation Ethical Review Committee, and registered with the 
Australian Health Ethics Committee as complying with the National Statement.  You are free to 
discuss your participation in this study with me (contactable on 0402207941), project staff 
(contactable on either 33656541 or 33656476).  If you would like to speak to an officer of the 
University not involved in the study, you may contact the School Ethics Officer on 3365 6502. 
 
Consent: 
 
I HAVE READ THE ABOVE INFORMATION AND AGREE TO BE INVOLVED IN THE 
STUDY.  
 
 
……………………………………….     ………………………. 
Administration       Date 
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Practices in promoting social emotional learning in students: A case study of six teachers. 
 
The purpose of the proposed study is to identify successful strategies for developing students’ 
Social Emotional Learning skills. To complete this study, I request access to three classrooms at 
your school, one each of upper, middle and lower primary.  The classrooms you would nominate 
would reflect teaching practices which are proactive in delivering opportunities to students to 
develop social emotional learning skills.  All classroom activities would proceed as usual except 
for one hour when a few nominated students were withdrawn for a discussion group.  
 
All data will be collected by the researcher during semester 1, 2012 and will include 
observations, interviews, surveys and analysis of office records regarding behaviour.    
Observations will be conducted in as unobtrusive manner as possible with the teacher 
conducting classes in the usual way. All surveys will be pre-prepared with headings, teacher 
and student identification and date.   Interviews will be conducted before or after school or as 
negotiated with the interviewees.  
 
As the researcher, I cannot foresee any risks for involvement in this study.  Participants will be 
provided with a copy of data collected from them, including recordings, field notes and transcripts 
of interviews if requested. All data collected will be private and confidential and released to the 
relevant participants or for verification purposes by the examining body if necessary. A copy of the 
completed study will be given to each school, and at no time will it be possible for others to identify 
participants.  The completed study will provide each teacher at each school involved in the study 
and other educational institutions with valuable information regarding the teaching of Social 
Emotional Learning skills to students. 
 
All data will be kept by the researcher on the premises of the researcher.  Data will be stored in such 
a way that it is non-identifiable.  When transporting media, it will be kept on removable devices 
which are password protected.  Until completion of the project, data will also be kept on the home 
computer and relevant files will also be password protect.  At the completion of the project, this 
data will be removed from the home computer. 
 
Participation in this project is completely voluntary and participants will sign a consent form 
indicating that they have received information about the project and agree to involvement.  
Participants may withdraw without prejudice at any time.  If this is the case, discussions will occur 
to determine the use, or otherwise, of data collected from that person.  
 
This study has been cleared in accordance with the ethical review guidelines and processes of The 
University of Queensland.  These guidelines are endorsed by the University's principal human 
ethics committee, the Human Experimentation Ethical Review Committee, and registered with the 
Australian Health Ethics Committee as complying with the National Statement.  You are free to 
discuss your participation in this study with me (contactable on 0402207941), project staff 
(contactable on either 33656541 or 33656476).  If you would like to speak to an officer of the 
University not involved in the study, you may contact the School Ethics Officer on 3365 6502. 
 
Consent: 
 
I HAVE READ THE ABOVE INFORMATION AND AGREE TO BE INVOLVED IN THE 
STUDY.  
 
……………………………………….     ………………………. 
Administration       Date 
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Practices in promoting social emotional learning in students: A case study of six teachers. 
 
The purpose of the proposed study is to identify successful strategies for developing students’ 
Social Emotional Learning skills.  
 
All data will be collected by the researcher during semester 1, 2012 and will include 
observations, interviews, surveys and analysis of office records regarding behaviour.    
Observations will be conducted in as unobtrusive manner as possible with the teacher 
conducting classes in the usual way. All surveys will be pre-prepared with headings, teacher 
and student identification and date.   Interviews will be conducted before or after school or as 
negotiated with the interviewees.  
 
As the researcher, I cannot foresee any risks for involvement in this study.  Participants will be 
provided with a copy of data collected from them, including recordings, field notes and transcripts 
of interviews if requested. All data collected will be private and confidential and released to the 
relevant participants or for verification purposes by the examining body if necessary. A copy of the 
completed study will be given to each school, and at no time will it be possible for others to identify 
participants.  The completed study will provide each teacher at each school involved in the study 
and other educational institutions with valuable information regarding the teaching of Social 
Emotional Learning skills to students. 
 
All data will be kept by me as Researcher on my premises.  Data will be stored in such a way 
that it is non-identifiable.  When transporting media, it will be kept on removable devices 
which are password protected.  Until completion of the project, data will also be kept on the 
home computer and relevant files will also be password protect.  At the completion of the 
project, this data will be removed from the home computer. 
 
Participation in this project is completely voluntary and participants will be requested to sign a 
consent form indicating that they have received information about the project and agree to 
involvement.  Participants may withdraw without prejudice at any time.  If this is the case, 
discussions will occur to determine the use, or otherwise, of data collected from that person.  
 
This study has been cleared in accordance with the ethical review guidelines and processes of The 
University of Queensland.  These guidelines are endorsed by the University's principal human 
ethics committee, the Human Experimentation Ethical Review Committee, and registered with 
the Australian Health Ethics Committee as complying with the National Statement.   
 
If, at any time, a participant wishes to discuss the project or participation in the project, such 
discussions can occur with me on 0402207941 or either Professor Robyn Gillies on33656541 
or Associate Professor Annemaree Carroll on 33656476. If you would like to speak to an 
officer of the University not involved in the study, you may contact the School Ethics Officer on 
3365 6502. 
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Practices in promoting social emotional learning in students: A case study of six teachers. 
 
The purpose of the proposed study is to identify successful strategies for developing students’ 
Social Emotional Learning skills.  
 
All data will be collected by the researcher during semester 1, 2012 and will include 
observations, interviews, surveys and analysis of office records regarding behaviour.    
Observations will be conducted in as unobtrusive manner as possible with the teacher 
conducting classes in the usual way. All surveys will be pre-prepared with headings, teacher 
and student identification and date.   Interviews will be conducted before or after school or as 
negotiated with the interviewees.  
 
As the researcher, I cannot foresee any risks for involvement in this study.  Participants will be 
provided with a copy of data collected from them, including recordings, field notes and transcripts 
of interviews if requested. All data collected will be private and confidential and released to the 
relevant participants or for verification purposes by the examining body if necessary. A copy of the 
completed study will be given to each school, and at no time will it be possible for others to identify 
participants.  The completed study will provide each teacher at each school involved in the study 
and other educational institutions with valuable information regarding the teaching of Social 
Emotional Learning skills to students. 
 
All data will be kept by the researcher on the premises of the researcher.  Data will be stored in such 
a way that it is non-identifiable.  When transporting media, it will be kept on removable devices 
which are password protected.  Until completion of the project, data will also be kept on the home 
computer and relevant files will also be password protect.  At the completion of the project, this 
data will be removed from the home computer. 
 
Participation in this project is completely voluntary and participants will sign a consent form 
indicating that they have received information about the project and agree to involvement.  
Participants may withdraw without prejudice at any time.  If this is the case, discussions will occur 
to determine the use, or otherwise, of data collected from that person.  
 
This study has been cleared in accordance with the ethical review guidelines and processes of The 
University of Queensland.  These guidelines are endorsed by the University's principal human 
ethics committee, the Human Experimentation Ethical Review Committee, and registered with the 
Australian Health Ethics Committee as complying with the National Statement.  You are free to 
discuss your participation in this study with me (contactable on 0402207941), project staff 
(contactable on either 33656541 or 33656476). If you would like to speak to an officer of the 
University not involved in the study, you may contact the School Ethics Officer on 3365 6502. 
 
Consent: 
 
I HAVE READ THE ABOVE INFORMATION AND AGREE TO BE INVOLVED IN THE 
STUDY.  
 
 
……………………………………….     ………………………. 
Teacher        Date 
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CONSENT SHEET 
FOR TEACHER PARTICIPANTS IN THE PROJECT TITLED 
 
Practices in promoting social emotional learning in students: A case study of six teachers. 
 
The purpose of the proposed study is to identify successful strategies for developing students’ 
Social Emotional Learning skills.  
 
All data will be collected by the researcher during semester 1, 2012 and will include 
observations, interviews, surveys and analysis of office records regarding behaviour.    
Observations will be conducted in as unobtrusive manner as possible with the teacher 
conducting classes in the usual way. All surveys will be pre-prepared with headings, teacher 
and student identification and date.   Interviews will be conducted before or after school or as 
negotiated with the interviewees.  
 
As the researcher, I cannot foresee any risks for involvement in this study.  Participants will be 
provided with a copy of data collected from them, including recordings, field notes and transcripts 
of interviews if requested. All data collected will be private and confidential and released to the 
relevant participants or for verification purposes by the examining body if necessary. A copy of the 
completed study will be given to each school, and at no time will it be possible for others to identify 
participants.  The completed study will provide each teacher at each school involved in the study 
and other educational institutions with valuable information regarding the teaching of Social 
Emotional Learning skills to students. 
 
All data will be kept by the researcher on the premises of the researcher.  Data will be stored in such 
a way that it is non-identifiable.  When transporting media, it will be kept on removable devices 
which are password protected.  Until completion of the project, data will also be kept on the home 
computer and relevant files will also be password protect.  At the completion of the project, this 
data will be removed from the home computer. 
 
Participation in this project is completely voluntary and participants will sign a consent form 
indicating that they have received information about the project and agree to involvement.  
Participants may withdraw without prejudice at any time.  If this is the case, discussions will occur 
to determine the use, or otherwise, of data collected from that person.  
 
This study has been cleared in accordance with the ethical review guidelines and processes of The 
University of Queensland.  These guidelines are endorsed by the University's principal human 
ethics committee, the Human Experimentation Ethical Review Committee, and registered with the 
Australian Health Ethics Committee as complying with the National Statement.  You are free to 
discuss your participation in this study with me (contactable on 0402207941), project staff 
(contactable on either 33656541 or 33656476).  If you would like to speak to an officer of the 
University not involved in the study, you may contact the School Ethics Officer on 3365 6502. 
 
Consent: 
 
I HAVE READ THE ABOVE INFORMATION AND AGREE TO BE INVOLVED IN THE 
STUDY.  
 
 
……………………………………….     ………………………. 
Teacher        Date 
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Appendix B Interview Questions Administration 
………………………………. STATE SCHOOL 
 
ADMINISTRATION INTERVIEW – SCHOOL ….. 
 
LEVEL:  Lower Primary, Middle Primary, Upper Primary (Circle as relevant) 
DATE:  ……………….. PERMISSION TO RECORD ………………………… 
    
INTERVIEW QUESTIONS 
Question 1 
Teachers are proactively building Social Emotional Learning Skills in your classrooms.  In 
your opinion, what is the importance of Social Emotional Learning skill development in 
students?  
Question 2 
In your opinion, what aspects of the students’ life will benefit by the development of these 
skills?   
Question 3 
How do teachers decide what skills to help students develop? 
Question 4 
Are you aware of the following five internationally recognised core social and emotional 
competencies for students?   
 Self-awareness 
 Self-management 
 Social awareness 
 Relationship skills 
 Responsible decision making 
Question 5 
Self-awareness has been defined as: identifying and recognising emotions; recognising 
personal interests and strengths; maintaining a well-grounded sense of self-confidence.  In 
what way do you assist students to develop this competency? 
What behaviours do you see from students which could demonstrate their development of 
self-awareness? 
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Question 6 
Self-management has been defined as: regulating emotions to handle stress, control 
impulses, and motivating oneself to persevere in overcoming obstacles, setting and 
monitoring progress toward the achievement of personal and academic goals; expressing 
emotions appropriately. In what way do you assist students to develop this competency? 
What behaviours do you see from students which could demonstrate their development of 
self-management? 
Question 7 
Social awareness has been defined as: being able to take the perspective of and empathise 
with others; recognising and appreciating individual and group similarities and differences. In 
what way do you assist students to develop this competency? 
What behaviours do you see from students which could demonstrate their development of 
social awareness? 
Question 8 
Relationship skills has been defined as: establishing and maintaining healthy and rewarding 
relationships based on cooperation and resistance to inappropriate social pressure, preventing, 
managing, and constructively resolving interpersonal conflict; seeking help when needed. In 
what way do you assist students to develop this competency? 
What behaviours do you see from students which could demonstrate their development of 
relationship skills? 
Question 9 
Responsible decision making has been defined as: making decisions based on a 
consideration of all relevant factors, including applicable ethical standards, safety concerns, 
and social norms; the likely consequences of taking alternative courses of action; evaluation 
and reflection. In what way do you assist students to develop this competency? 
What behaviours do you see from students which could demonstrate their development of 
responsible decision making? 
Question 10 
In what ways has the development of Social Emotional Learning skills changed the 
atmosphere in your school?  The school has many identifiable environments e.g. classrooms, 
playground, transition, specialist rooms, toilets, canteen.  Has any of these environments 
benefited more than others as your school has developed Social Emotional Learning skills in 
students.  If so, in what ways and why?  
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Appendix C Interview Questions Teachers 
………………………………. STATE SCHOOL 
 
TEACHER INTERVIEW – SCHOOL ….. 
 
LEVEL:  Lower Primary, Middle Primary, Upper Primary (Circle as relevant) 
DATE: ……………….. PERMISSION TO RECORD ………………………… 
    
INTERVIEW QUESTIONS 
Question 1 
You are proactively building Social Emotional Learning Skills in your classroom.  In your 
opinion, what is the importance of Social Emotional Learning skill development in students?  
Question 2 
In your opinion, what aspects of the students’ life will benefit by the development of these 
skills?   
Question 3 
In your classroom, how do you decide what skills to help students develop? 
Question 4 
Are you aware of the following five internationally recognised core social and emotional 
competencies for students?   
 Self-awareness 
 Self-management 
 Social awareness 
 Relationship skills 
 Responsible decision making 
Question 5 
Self-awareness has been defined as: identifying and recognising emotions; recognising 
personal interests and strengths; maintaining a well-grounded sense of self-confidence.  In 
what way do you assist students to develop this competency? 
What behaviours do you see from students which could demonstrate their development of 
self-awareness? 
 
 
215 
Question 6 
Self-management has been defined as: regulating emotions to handle stress, control 
impulses, and motivating oneself to persevere in overcoming obstacles, setting and 
monitoring progress toward the achievement of personal and academic goals; expressing 
emotions appropriately. In what way do you assist students to develop this competency? 
What behaviours do you see from students which could demonstrate their development of 
self-management? 
Question 7 
Social awareness has been defined as: being able to take the perspective of and empathise 
with others; recognising and appreciating individual and group similarities and differences. In 
what way do you assist students to develop this competency? 
What behaviours do you see from students which could demonstrate their development of 
social awareness? 
Question 8 
Relationship skills has been defined as: establishing and maintaining healthy and rewarding 
relationships based on cooperation and resistance to inappropriate social pressure, preventing, 
managing, and constructively resolving interpersonal conflict; seeking help when needed. In 
what way do you assist students to develop this competency? 
What behaviours do you see from students which could demonstrate their development of 
relationship skills? 
Question 9 
Responsible decision making has been defined as: making decisions based on a 
consideration of all relevant factors, including applicable ethical standards, safety concerns, 
and social norms; the likely consequences of taking alternative courses of action; evaluation 
and reflection. In what way do you assist students to develop this competency? 
What behaviours do you see from students which could demonstrate their development of 
responsible decision making? 
Question 10 
In what ways has the development of Social Emotional Learning skills changed the 
atmosphere in your classroom?  Are there particular activities or environments that your 
students engage in, where you notice more significant changes?  If so, what are these 
activities or environments and why?  
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Appendix D Vignettes, Upper Primary 
Vignettes, Upper Primary 
FOCUS GROUP VIGNETTES, UPPER PRIMARY 
School   ……………………..  No of participants  ………. 
Date      …………………….   Permission to record    YES/NO 
 
For each of the situations below, what do you think should happen?   What would you 
think, how would you feel and what would you do? 
Social Awareness 
Tom is a student in 6J.  He is very overweight.  When the students play 
sport, no one wants Tom to join them.  The other day, the teacher said 
that Tom had to be in one of the groups but still no one picked him.   
The teacher put him in with some of the good students in the class.  
 
 
 
Self Awareness 
Today is the day Mary has been waiting for.  Mary had really enjoyed 
her science experiment and was looking forward to telling everyone 
about it.  But this morning, Mary was very worried.  Now the time has 
arrived, Mary feels she cannot tell the class anything.  Her teacher says 
that everyone must make a presentation or they will not get a good mark.     
 
 
Responsible Decision making 
Billy is very worried.  He is not sure what to do.  He really wants to join 
his friends and go swimming in the creek after school.  Billy’s Mother 
has told him to go straight home.  But Billy knows his Mother will not 
be home so he is thinking that maybe he could go swimming and his 
Mother would never know.     
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Self Management 
Bill can feel his face going very red…..again today.  He is sick and 
tired of not being able to do the work.  He feels very upset with the 
teacher.  Every day, she gives him work he cannot do.  Other students 
in the class have started to call Bill nasty names like Dummy.   
 
 
 
Relationship Skills 
Sofia has just started at this school.  She comes from a different 
country and brings a strange lunch to school.  She wears clothes 
which are different from ours even though she wears the school hat 
and jumper over the top.  Everyone in the class already has a friend 
or two.  No one seems to want to be friends with Sofia.   
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Appendix E Vignettes, Middle Primary 
Vignettes, Middle Primary 
FOCUS GROUP VIGNETTES, MIDDLE PRIMARY 
School   ……………………..  No of participants  ………. 
Date      …………………….   Permission to record    YES/NO 
 
For each of the situations below, what do you think should happen?   What would you 
think, how would you feel and what would you do? 
Social Awareness 
Tom is a student in our class.  He is a little bit overweight.  A group 
of students always calls him mean names when he is in the 
playground.  Whenever he tries to join in the games with the other 
students, they always tell him to go away.   
 
 
Self Awareness 
Thieu has to make a presentation in front of his classmates.  He feels 
very nervous and does not really want to do this.  Last time he did a 
presentation, other students laughed at what he said. His teacher told 
him he had to have another go.    
 
 
 
Responsible Decision making 
Christina’s friends are going to leave the school grounds and go to the 
park.  They have asked Christina to do with them for the day.  It is a 
lot of fun in the park and it is always boring at school.   
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Self Management 
Agi has only just arrived in Australia.  He finds his literacy work 
very difficult.  He can never tell what the teacher is talking about.  If 
someone helps him, he can do his numeracy sheets.  But sometimes, 
Agi gets really angry with everyone.  
 
 
 
 
Relationship Skills 
Sahlee and Karen are best friends.  Today, however, Karen is 
very unhappy because Sahlee will not talk to her.    Sahlee does 
not know what she has done.  
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Appendix F Vignettes, Lower Primary 
Vignettes, Lower Primary 
FOCUS GROUP VIGNETTES, LOWER PRIMARY 
School   ……………………..  No of participants         ………. 
Date      …………………….   Permission to record    YES/NO 
 
For each of the situations below, what do you think should happen?   What would you 
think, how would you feel and what would you do?  
 
Social Awareness 
Molli is new to our school.  She is in a year 3 class.  Every day she cries 
and screams and tries to run away from the classroom.  I don’t think she 
has learned anything at school yet.  Today I saw her in the school yard, on 
her own, and she was looking very sad.   
 
 
Self Awareness 
Susie has to talk at Show and Tell tomorrow.   She feels very nervous 
about talking in front of her classmates and she does not really want to do 
this.  Her teacher says that she must have a go.   
 
 
 
Responsible Decision making 
Mahlee always stays in the playground when the bell goes to go back to 
class.  Her teacher has a lot of trouble getting her to come to class.  Every 
day she tries to talk her friend Ava into staying with her in the 
playground.   
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Self Management 
Justin finds his work very difficult and does not understand what to do.  
Every day it is the same.  He can never understand his teacher or 
remember what she has said to him.  Justin feels himself becoming very 
upset every time he has to do work.  
 
 
Relationship Skills 
At the beginning of term, their teacher said that James and David must 
sit beside each other in the classroom.  Today, however, David will not 
sit beside James.  Their teacher says that David must sit in the same seat 
so he sits beside James but will not talk to him.  
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Appendix G Observation Protocols 
School A/B Level UP/MP/LP Observation No….. Session 1/2  Date ………….. 
Time ............ 
Activity 
Teacher What was the teacher doing? Tone of voice? Non-verbal 
communication? 
 
Students What were the students doing? Were they persisting in completing 
tasks? Were they displaying positive attributes? Were they talking? 
Talking loudly? Were students engaged? 
Comments  
 
Time .............. 
Activity 
Teacher 
 
Students 
 
Comments 
 
Time ………… 
Activity 
Teacher 
 
Students 
 
Comments 
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Appendix H Survey Social Emotional Learning Skill Development 
…………… STATE SCHOOL 
CHECKLIST BEGINNING SEMESTER  CLASS: …. LEVEL: LP/MP/UP 
Social Emotional Learning Skill Development 
DATE COMPLETED …………………………….    
STUDENT NAME ……………………….……… 
 
 
M
o
st
ly
  
  O
ft
en
 
S
o
m
et
im
es
 
O
cc
as
io
n
al
ly
 
R
ar
el
y
/n
ev
er
 
5 4 3 2 1 
Self Awareness 
Can identify and recognise emotions                 
Can recognise personal interests      
Can recognise personal strengths      
Can maintain a well-grounded sense of self 
confidence 
     
Self Management 
Can regulate emotions to handle stress, control 
impulses 
     
Can motivate oneself to persevere in 
overcoming obstacles 
     
Can set and monitor progress re achievement of 
goals 
     
Can express emotions appropriately      
Social Awareness 
Can empathise with others      
Can recognise and appreciate individual 
similarities and differences 
     
Can recognise and appreciate group similarities 
and differences 
     
Relationship Skills 
Can cooperate      
Can resist inappropriate social pressure      
Can prevent, manage and resolve interpersonal 
conflict 
     
Can seek help when needed      
Responsible decision 
making 
Can make decisions after considering  all 
relevant factors  
     
Can make decisions considering consequences, 
evaluating & reflection 
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Appendix I Sample Form Minor Misdemeanours 
School B Minor Misdemeanours 
Sample form classroom minor misdemeanours 
Student 
Monday Tuesday Wednesday 
S 1 S2 S3 SA S2 S3 S1 S2 S3 
          
          
          
          
          
          
 
 
 
 
 
 
  
1 Task refusal 
 
2 Inappropriate contact/aggression 
3 Threatening behaviour 
4 Leaving work area 
 
5 Swearing 
  
6 Not following directions 
7 Interfering with others' learning 
8 Inappropriate use technology 
9 Leaving classroom 
 
10 Verbal/Non-verbal misconduct 
11 Throwing objects 
 
12 Vandalism 
 
13 Unsafe behaviour 
 
14 Physical misconduct 
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Appendix J Schedule for Observations 
Schedule for observations 
 
 
 
 
           
 
24-Jan 31-Jan 7-Feb 14-Feb 21-Feb 28-Feb 6-Mar 13-Mar 20-Mar 27-Mar 
Term 1 
  
School1 
School 
2 
School 
1 
School 
2 
School 
1 
School 
2 School1 School 2 
 
1 2 3 4 5 6 7 8 9 10 
Session 1 
  
MP MP LP LP UP UP MP MP 
Session 2 
    
UP 
  
LP LP 
UP 
(22nd)) 
Session 3 
      
FG UP FG UP     
           
 
17-Apr 24-Apr 1-May 8-May 15-May 22-May 29-May 5-Jun 12-Jun 19-Jun 
Term 2 
School 
1 
School 
2 
School 
1 
School 
2 
School 
1 
School 
2 
School 
1 
School 
2 
School 
1 School 2 
 
1 2 3 4 5 6 7 8 9 10 
Session 1 
LP 
(19th) LP UP UP MP MP LP LP UP UP 
Session 2 MP MP LP LP UP UP MP MP 
  
Session 3 FG MP FG MP FG LP FG LP          
  
           
Breakdown LP MP UP 
       
Session 1 3 3 3 
       
Session 2 2 2 2 
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Appendix K Table of examples of quotes relating to derived themes Year 6 
No Question Themes 
(See Note 
below) 
Example of Quotes 
1 You are proactively building Social Emotional Learning 
Skills in your classroom.  In your opinion, what is the 
importance of Social Emotional Learning skill 
development in students?  
 
1 
Bella: “I find it really sets the tone for academic um, success, progress and all of 
those, you know, in that sort of area. And I feel that it’s really important that 
um, children feel that they can success and that we do take care of that 
social/emotional side to school, which we can often um, overlook. But I feel that 
if that’s taken care of and students are settled and know that you have certain 
expectations, so not giving up and things like that, then I feel then, together with 
kids that you’re not, you’re able to work together for success for the child.”  
Emmy: “When I think of social/emotional learning skills I think of them I 
suppose building up children’s resilience and their ability to cope with different 
situations and experiences in life I suppose the ability to have good friendships 
and relationships and be cooperative with each other. I think about their ability 
to go, ‘this is what I need to do.’ Yeah I suppose that self-motivation so that 
they know, ‘this is where I’m heading to.’ And that idea I suppose of being 
happy and healthy but having the skills to cope in life, so emotionally, so you 
can deal and socialize with different people in different settings. Would be my 
understanding of it.” 
2 In your opinion, what aspects of the students’ life will 
benefit by the development of these skills?   
 
 
1 
Bella: “I think their whole life, inside and outside of school. And hopefully 
they’re skills that they can take with them as they go, you know grow up and go 
through school. So I don’t think it’s limited to just school”. 
Emmy: “I suppose all aspects of, if you know how to deal … ‘I’m going to, 
calm myself down and have those strategies,’ It also helps to have relationships 
with people and be able to, I suppose be a successful employee and a successful 
partner and friend … because they know how to put themselves in someone 
else’s shoes and imagine what’s going on. So it’s life skills I suppose.” 
3 In your classroom, how do you decide what skills to help 
students develop? 
 
 
2 
Bella: “so apart from um, our ‘you can do it’ list um, as situations arise in the 
classroom, so for example if we’re, the children are playing Monopoly and 
children are not waiting their turn nicely then I’ll address waiting nicely for your 
turn. Um, or it could be um, building resilience with kids and not complaining 
about every single little thing, like a broken pencil and things like that so, um, 
so as a situation arises I deal with it …. I try to avoid that situation by 
establishing my expectations at the start of the lesson. So even, things right 
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down from how you are working in your group to curriculum and what sort of 
work should be completed. So, just establishing those expectations early.” 
Emmy: “Well I suppose it would be proactive in the sense that something 
doesn’t always have to, we don’t always wait until things happen it’s that 
constant teaching I suppose when we’re always talking it might even be a, if 
we’re reading our story like Marley and Me, how would that feel? How would 
you feel? …. I suppose half and half some of it is reacting to the situations and 
others through our safe respectful learners teaching we’re teaching them a lot of 
skills of how we expect them to behave throughout the school but that’s not all 
that social and emotional stuff so …. It’s relevance yeah, or what’s happening or 
when it’s reacting to situations.” 
4 Are you aware of the following five internationally 
recognised core social and emotional competencies for 
students: self-awareness, self-management, social 
awareness, relationship skills, responsible decision 
making? 
 
2 
Bella: “Okay, I actually didn’t know there was five recognized ones.” 
Emmy: “I wouldn’t have been aware that they were internationally recognized 
ones but I would have seen them in the EQ work that we’ve looked at, at the 
school. I wouldn’t have delved into any of them in great depth of knowing.” 
 
5 Self-awareness has been defined as: identifying and 
recognising emotions; recognising personal interests and 
strengths; maintaining a well-grounded sense of self-
confidence.  In what way do you assist students to 
develop this competency? What behaviours do you see 
from students which could demonstrate their 
development of self-awareness? 
 
2 (a) 
Bella: “Whereas I know one student in particular who finds it really hard to 
move on so I have to break it down for him and go right back to what happened. 
Don’t worry about why and …. So I would talk to him about ‘how are you 
feeling’ um, have a look at our scale, on the scale of how bad is it, well how bad 
is it really? …. It can get quite overwhelming for them and especially if they’ve 
lost the, you know, what actually happened, how did this actually, the original 
trigger.” 
Emmy: “different strengths …. strengths and lesser strengths …. find their 
confidence and their ability to have a go then increases and then in having a go 
they’ll find that this is, ‘oh I can do this bit,’ sort of it builds off all that by being 
aware of your own strengths and weaknesses I think gives you a better sense of 
yourself.” 
6 Self-management has been defined as: regulating 
emotions to handle stress, control impulses, and 
motivating oneself to persevere in overcoming obstacles, 
setting and monitoring progress toward the achievement 
of personal and academic goals; expressing emotions 
appropriately. In what way do you assist students to 
develop this competency? What behaviours do you see 
from students which could demonstrate their 
development of self-management? 
 
2 (b) 
Bella: “cooling down desk … he needed to use the desk and um, a whole range 
of issues happened between students, between the student teacher, the teacher 
aide, and when I eventually got to sit and chat with him because he was calm, I 
don’t want to talk to him when he’s not calm, but he, you know, it was 
something as simple as he wanted to create, to make two mother’s day cards 
rather than the one mother’s day card that he was given. So, he just that set him 
off for the entire day …. I actually have their goals um, in my notebook and 
they’ve, they can be their academic goals but I know that some students have 
also set emotional goals for themselves so, and that could be anything from 
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making more friends or how to make friends to um, identifying when 
somebody’s bullying them and to go get help and to not accept that. Um, so, 
we set goals with a, actual contract.” 
Emmy: “So we talk about that idea that if we’re feeling very upset or angry that 
instead of reacting out we might ask nicely for a time out, well not time out but 
a sitting out or cool down time. That you might need to put your head down. 
That they might, or sometimes deep breathing sometimes they find what works 
…. assessment and tasks that we do and the fact that they’re responsible for 
their achievement and what they put into things is what they get out .… and it’s 
okay, you’re on your own but how are we going to get there what are the steps, 
first I need to do this and I suppose this helps them to set goals or to later on 
work out this is where I want to be look back and go these are the steps that I 
need to do to get there.”  
7 Social awareness has been defined as: being able to take 
the perspective of and empathise with others; recognising 
and appreciating individual and group similarities and 
differences. In what way do you assist students to 
develop this competency? What behaviours do you see 
from students which could demonstrate their 
development of social awareness? 
 
2 (c) 
Bella: “you know talking about it with the kids that you know, you may not like 
a person or love a person but you don’t have to hate them at the same time, you 
just need to respect that that’s how it is and leave the situation alone, you don’t 
need to harp on it …. and they sort of have a look at how others are feeling and 
how they feel you know, how they react to that person’s feelings and how to 
then, that then determines their actions as well, but yeah it’s important, very 
important.” 
Emmy: “in a school like this, they are taught from a young age to respect 
difference and to empathize but the big part I suppose is putting yourself in 
someone else’s shoes, how will you feel if that happens to you and …. we try 
and look and think how would someone else, how would you feel if that was 
happening to you in those situations? And looking at that idea, and sometimes 
we talk about that it is sometimes hard to put yourself in someone else’s, to 
really truly empathize with someone else.”  
8 Relationship skills has been defined as: establishing and 
maintaining healthy and rewarding relationships based 
on cooperation and resistance to inappropriate social 
pressure, preventing, managing, and constructively 
resolving interpersonal conflict; seeking help when 
needed. In what way do you assist students to develop 
this competency? What behaviours do you see from 
students which could demonstrate their development of 
relationship skills? 
 
2 (d) 
Bella: “teaching respect and modeling that and encouraging that um, students 
um, follow our respect rule in most things that we do. Even when we’re in group 
work or pairs work or um, things like that.” 
Emmy: “we do a lot of teamwork and our team is that group of people that 
we’re working with that day doesn’t matter who they are, it’s only for that, and 
they have roles within that so they might have to be …. they’re actually just 
randomly handed out with the cards so any four people could get put together, if 
there’s conflict within their group they have to try and work that out and 
obviously if there’s major conflict we come over and we talk it through.” 
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9 Responsible decision making has been defined as: 
making decisions based on a consideration of all relevant 
factors, including applicable ethical standards, safety 
concerns, and social norms; the likely consequences of 
taking alternative courses of action; evaluation and 
reflection. In what way do you assist students to develop 
this competency? What behaviours do you see from 
students which could demonstrate their development of 
responsible decision making? 
 
2 (e) 
Bella: “I guess just breaking down the situation again and also making it clear 
to the students well, what is it? What is it that you want to achieve and helping 
them to understand that …”  
Emmy: “Letting them know that they’re responsible for their choices. So 
whatever choice they make is going to lead them to consequences those can be 
good things and bad things that they choose how that is …” 
10 In what ways has the development of Social Emotional 
Learning skills changed the atmosphere in your 
classroom?  Are there particular activities or 
environments that your students engage in, where you 
notice more significant changes?  If so, what are these 
activities or environments and why?  
 
3 
Bella: “Especially during team work or group work and trying difficult 
problems on their own so definitely yes …. tuck shop, yeah. Um, but I, I think 
in the classroom …” 
Emmy: “there is that difference you notice in some of the kids who start to 
come out of their shell and they feel that I suppose it’s that, they feel safe here 
they’re comfortable to have a go and give things a try.” 
 
Themes: 
1. Perceived understanding and importance of social and emotional learning competencies 
2. Development of social and emotional learning competencies 
(a) self-awareness 
(b) self-management 
(c) social awareness 
(d) relationship skills 
(e) responsible decision making 
3. Changes to classroom climate 
 
Bella, School A 
Emmy, School B 
 
  
230 
Appendix L Table of examples of quotes relating to derived themes Year 6 Student Focus Groups 
 
SEL Competency Vignette Themes 
(See Note  
below) 
Example of Quotes 
Self-awareness Today is the day Mary has been waiting for.  
Mary had really enjoyed her science experiment 
and was looking forward to telling everyone 
about it.  But this morning, Mary was very 
worried.  Now the time has arrived, Mary feels 
she cannot tell the class anything.  Her teacher 
says that everyone must make a presentation or 
they will not get a good mark. 
1,2,3 School A: “I’ll ask her why she is crying and I would 
play with her.”  “Well, um, well you can tell 
something’s wrong because she usually plays but 
when you look at her sitting by herself you know 
something’s wrong. So you have to go speak to her.” 
School B: “Nervous and scared …. Shy …. Before 
she is doing the presentation I’d give her advice …. 
You could convince her that it’s only her buddies.” 
Self-management Bill can feel his face going very red…..again 
today.  He is sick and tired of not being able to 
do the work.  He feels very upset with the 
teacher.  Every day, she gives him work he 
cannot do.  Other students in the class have 
started to call Bill nasty names like Dummy 
1, 2,3 School A: “Um, it was at my old school um, I was 
like really shy, it was my first time that, like talking in 
front of people, presenting something. And um, I was 
really shy.” “Frustrated … Just like nothing’s in your 
head when she asks you to do your work.” “I would 
help him .… I’ll help him.” 
School B: “Maybe it’s too hot for him? …. 
Embarrassed …. Confused …. Sad …. He might be 
angry because something that he really likes got lost a 
long time ago and he’s still sad because it’s lost.” 
Social Awareness Tom is a student in 6J.  He is very overweight.  
When the students play sport, no one wants Tom 
to join them.  The other day, the teacher said that 
Tom had to be in one of the groups but still no 
one picked him.   The teacher put him in with 
some of the good students in the class. 
1,2,3 School A: “I think he’s feeling lonely and left out like 
no one wants to play with him …. I would just go up 
to him and say ‘do you want to play with us?’” 
School B: “Sad, lonely …. Find him some friends …. 
Find other people that’s lonely and they can play 
together.”  
Relationship Skills Sofia has just started at this school.  She comes 
from a different country and brings a strange 
lunch to school.  She wears clothes which are 
different from ours even though she wears the 
school hat and jumper over the top.  Everyone in 
the class already has a friend or two.  No one 
seems to want to be friends with Sofia 
 School A: “The first time I came here I was really 
nervous because everyone was like staring at me – 
because I didn’t know anyone …. I felt really nervous 
I just didn’t want to talk to anyone …. I translated 
work for her.” 
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School B: “Shy, scared and confused …. Be her 
friend …. Tell her that we have really nice friends and 
teachers.” 
Responsible decision 
making 
Billy is very worried.  He is not sure what to do.  
He really wants to join his friends and go 
swimming in the creek after school.  Billy’s 
Mother has told him to go straight home.  But 
Billy knows his Mother will not be home so he is 
thinking that maybe he could go swimming and 
his Mother would never know. 
 School A: “I think he’s feeling very unhappy …. 
Well, I think he’s very sad and but I bet what’s going 
on in his mind is he doesn’t want to disobey his 
parents so, but he’s tempted to go swimming because 
it’s a very hot day …. If I was his friend, I’d go home 
with him to ask if … he’s allowed to go …” 
School B: “He felt sad … frustrated, confused …. Go 
straight home and ask your parents but if they say no 
then you can’t do anything.” 
 
Themes: 
1 Language reflecting feelings 
2 Identification of emotions 
3 Solutions to situations reflected in vignettes 
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Appendix M Year 6 students’ social and emotional learning survey data Time 1 and Time 2   
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Note: Cell highlighted orange indicates low outlier.  
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Appendix N Table of examples of quotes relating to derived themes Year 4 
No Question Themes 
(See Note 
below) 
Example of Quotes 
1 You are proactively building Social Emotional Learning 
Skills in your classroom.  In your opinion, what is the 
importance of Social Emotional Learning skill 
development in students?  
 
1 
Bailey: “if they can use the strategies that you I’ve been teaching them and you 
know, that’ll help them, I don’t know, stay focussed, um it’ll help them with 
their work once they stay focussed or if they… they can um manage the like the 
behaviour or you know the negative and positive thinking. If they can manage 
that they can sort of overcome the barriers every time they struggle they can use 
those strategies to help them …” 
Flynn: “if they don’t have the social emotional skills to be able to do that or to 
have the confidence to work independently um, then they, they really can’t work 
academically as hard either. Um, so it helps with that. Um, it’s also just an 
important skill, like skill set for children to have so…” 
2 In your opinion, what aspects of the students’ life will 
benefit by the development of these skills?   
 
 
1 
Bailey: “if they start to have these skills at a-um- a young age um when they 
grow up high school, they will be able to succeed and when they grow up as 
adults- well as adults we need to demonstrate these skills …. Everyday so I 
think they need to start developing those skills now.” 
Flynn: “as they grow up it enables them to function as part of a society um, 
because without that skills set you really can’t do that um, so it’s a necessity for 
adult life.” 
3 In your classroom, how do you decide what skills to help 
students develop? 
 
 
2 
Bailey: “skills they need help with … With the whole class because I don’t like 
to target just one student in front of everyone so if I do it with the whole class 
other- other kids can benefit from it too ….  we always talk about you know 
those keys um, every week and the kids know it now, sometimes you see the 
kids they say, ‘Oh Miss he … was being confident … .you see- you see the kids 
using those words’.” 
Flynn: “I just look at which ones that they’re clearly lacking and they’re the 
first ones that we work on so um, if you notice that they’re lacking in empathy 
and that that’s a major issue for them then that’s what I’ll work on or, um, if you 
just, what I can see is necessary for them to function in the classroom setting …. 
more reactive ….  I always proactively teach teamwork skills and leadership 
because that’s what I think is important.” 
4 Are you aware of the following five internationally 
recognised core social and emotional competencies for 
students: self-awareness, self-management, social 
 
2 
Bailey: “I’ve heard of these- I know that these are the things that the kids need 
to um- be taught… But I didn’t real- actually it internationally recognised 
Flynn: “I hadn’t actively thought about it, like uh, in terms of that exact 
wording but those categories basically cover what we all think about in terms of 
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awareness, relationship skills, responsible decision 
making? 
what children need for that, so, not specifically in that wording but the general 
ideas yes.” 
5 Self-awareness has been defined as: identifying and 
recognising emotions; recognising personal interests and 
strengths; maintaining a well-grounded sense of self-
confidence.  In what way do you assist students to 
develop this competency? What behaviours do you see 
from students which could demonstrate their 
development of self-awareness? 
 
2 (a) 
Bailey: “so that’s one way for them to recognise their emotions and you know, 
are you gonna die … if you can’t do it.” 
Flynn: “most of them, have, have a fairly well grounded self-awareness, they 
sort of know who they are as part of their peer group and firstly their family unit 
and their peer group and the whole class as well …. but you will certainly notice 
that some children may not, so there are a few clear examples in my class that 
don’t really have this um, and so we do work on that.” 
6 Self-management has been defined as: regulating 
emotions to handle stress, control impulses, and 
motivating oneself to persevere in overcoming obstacles, 
setting and monitoring progress toward the achievement 
of personal and academic goals; expressing emotions 
appropriately. In what way do you assist students to 
develop this competency? What behaviours do you see 
from students which could demonstrate their 
development of self-management? 
 
2 (b) 
Bailey: “Yeah first week I’ve got a child who just couldn’t sit still to do his 
work um you know and so for the first two weeks I focussed heavily on … 
persistence and so keep trying and … don’t say that you’re stupid … and now-
the work- I just give him- he just does it all and…yeah re-really focussed …  
And I’ve got no kids who actually um say to me ‘Miss I can’t do it, I don’t want 
to do it any more’ none of them actually say that anymore.” 
Flynn: “In the classroom, one of the boys who has an anger thing, he’s got a 
folder of activities to do and so, we set that up when he was really calm um, so 
that he understood what that folder was, he put in activities that he’d like to do 
um, and then when he’s angry he can take that folder, go into the computer 
room and use that to calm down and then he’ll introduce himself back into the 
classroom …. whereas now he’s got that ability to get the folder before the 
incident happens …. before he goes and punches someone, he’ll take the folder 
and go into the computer room … .” 
7 Social awareness has been defined as: being able to take 
the perspective of and empathise with others; recognising 
and appreciating individual and group similarities and 
differences. In what way do you assist students to 
develop this competency? What behaviours do you see 
from students which could demonstrate their 
development of social awareness? 
 
2 (c) 
Bailey: “most of the kids know each other like since prep, and so I think they- 
that’s the difference you know …. even the fact that Dillon comes here twice- or 
once a week the other kids didn’t seem to ask me why. “Where’s he going 
Miss?”… it’s- it’s just, I don’t know, like a normal thing ….  I think they just, 
um, more accepting.” 
Flynn: “there’s certain things that they just don’t even really notice, like they 
don’t really notice that someone else has different coloured skin. They don’t 
necessarily notice that someone else talks differently but as soon as it’s 
something outside of what they’re used to …. So around harmony day and 
around multicultural week and um, and that sort of thing, we really take the 
opportunity then more so than any other time to really talk about how we’re 
different and how we’re the same.” 
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8 Relationship skills has been defined as: establishing and 
maintaining healthy and rewarding relationships based 
on cooperation and resistance to inappropriate social 
pressure, preventing, managing, and constructively 
resolving interpersonal conflict; seeking help when 
needed. In what way do you assist students to develop 
this competency? What behaviours do you see from 
students which could demonstrate their development of 
relationship skills? 
 
2 (d) 
Bailey: “teamwork …. if you don’t need people in your group um, you know 
you can, um you don’t need them but say in a nice way, don’t make them feel 
like ah… don’t put them down or don’t isolate them … I try to say to the kids, 
‘If this person didn’t hand in homework, this person lets the whole group down. 
You shouldn’t put that person down because it might be you next time and you 
have to be accepting of others and encourage-encourage your friend. Don’t put 
them down’.” 
Flynn: “I start with something that they do independently because that’s their 
comfort zone and then we get to the point where they’re doing it with a partner 
and then sharing it with another set of partners um, and then sharing back to the 
teacher um, and then I do activities, like in groups of three I’ll start with threes 
and fours .… when they have to discuss something and work on something 
together they can become a lot better at listening to other people’s ideas and 
working out how that works to fit with their idea.” 
9 Responsible decision making has been defined as: 
making decisions based on a consideration of all relevant 
factors, including applicable ethical standards, safety 
concerns, and social norms; the likely consequences of 
taking alternative courses of action; evaluation and 
reflection. In what way do you assist students to develop 
this competency? What behaviours do you see from 
students which could demonstrate their development of 
responsible decision making? 
 
2 (e) 
Bailey: “focussing on like safety um issues … around the class … set examples  
for them and I expect them to follow me … they always need to push a chair in 
every time you leave the seat so I said, “Alright, explain- ask them why do I 
need to encourage you; why do I introduce these rules?” And they kind of pick 
it up, “Oh, it’s because you want us to be safe” Why we need to have rules and, 
you know, they know the-they come up with the answers themselves …. what 
would be the consequence if you did this … and talk about that all the time …. 
Sometimes they tell their friends to do it sometimes they just-um tell me.” 
Flynn: You do, I mean it’s not as obvious when they make a poor choice but if 
you’re watching you notice it. Yeah, you’ll notice someone will say something 
to them and they’ll, I’ve got one boy who puts his fingers in his ears if 
someone’s doing something that annoys him and he’ll do this and, until it stops 
and that’s his way to make that choice that, I’m not going to listen to him 
annoying me because if I listen I’ll get annoyed, then I’ll yell at you, then we’ll 
go down that track. If I stick my fingers in my ear and pretend I can’t hear you, 
you’re going to go away and that’s what happens, the child goes away. So you 
see things like that happen but you know, they’re making, actively making a 
good choice.” 
10 In what ways has the development of Social Emotional 
Learning skills changed the atmosphere in your 
classroom?  Are there particular activities or 
environments that your students engage in, where you 
 
3 
Bailey: “it has changed. Yes, um, I feel that kids are more confident now. Um, I 
don’t have to nag them as much, you know, um… it’s more order. Kids are 
more um yeah responsible, look out for the other kids as well …. they like to 
work in groups ….improved or demonstrated persistence in their learning so, 
you know, at the end of each day, I try to do it every day. So say, “I saw you in 
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notice more significant changes?  If so, what are these 
activities or environments and why?  
the corner, trying to be really persistent today ...” Because I saw him, he sat at 
his desk and he really, you know, had a go … so give him a mini award. So 
that’s my form of encouragement. 
Flynn: they don’t know how to do any of that, so moving around the school is 
really hard, they don’t know how to do that and as a consequence, when you 
eventually get to your destination, so much has happened on the way there um, 
that you normally spend the first five minutes dealing with the issues that 
happen on the way in which time someone else has had time to make another 
problem. Um, I mean obviously um, the classroom is always a bit calmer than 
the other settings um, but not remarkably I think particularly music and PE, um, 
their behavior can fall down there because um, there isn’t, they only go there for 
half an hour a week so there isn’t that main 
There’s no relationship … giving him a sticker, giving him a brand new sticker 
chart to put the sticker on he’ll still throw the sticker chart out the window 
because he doesn’t, he doesn’t care …. there’s some children that that doesn’t 
work for.” 
 
Themes: 
1. Perceived understanding and importance of social and emotional learning competencies 
2. Development of social and emotional learning competencies 
(f) self-awareness 
(g) self-management 
(h) social awareness 
(i) relationship skills 
(j) responsible decision making 
3. Changes to classroom climate 
 
Bailey, School A 
Flynn, School B 
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Appendix O Year 4 students’ social and emotional learning survey data Time 1 and Time 2 
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Appendix P Table of examples of quotes relating to derived themes Year 2 
No Question Themes 
(See Note 
below) 
Example of Quotes 
1 You are proactively building Social Emotional Learning 
Skills in your classroom.  In your opinion, what is the 
importance of Social Emotional Learning skill 
development in students?  
 
1 
Grace: “very important in the classroom because I think that they, students, 
need to feel comfortable and confident in themselves before they can start 
learning effectively. So, I think it’s important to really build on those skills first 
to make sure that they’re settled and feeling good about themselves before they 
can really be, be aware and be, be themselves in the classroom and learn, um, 
effectively and efficiently.” 
Sophia: “trying to encourage the kids to look at feelings that they can see and 
emotions they can see at-from the character …. Yeah their feelings. It’s all 
about feelings.” 
2 In your opinion, what aspects of the students’ life will 
benefit by the development of these skills?   
 
 
1 
Grace: “School and …. outside of school definitely and just even, even just 
going down to the shops with mum and dad like you know fall over and scrape 
your knee it’s okay or I don’t know, someone comes and speaks to you, you 
have the ability to walk away or say no or things like that so…” 
Sophia: “not understand why they are so upset and by talking about it and, you 
know, finding out how to deal with these things, it’s going to allow them to 
tackle outside of school as well …. going to know how to deal with that in 
everyday life.” 
3 In your classroom, how do you decide what skills to help 
students develop? 
 
 
2 
Grace: “we get an overview of what we can teach the students or help them 
develop but I, I do like to follow that but if something arises on the day like 
today we had a bullying incident where um another student was put down well 
then I would slide that into my day and say well this is something that I need to 
really put into my day and talk about.” 
Sophia: “at the beginning of the year it’s probably more proactive. Like we start 
with things like this um, because it’s all about behaviour and we want them to 
be able to behave. Like we’ve got our expectations …. and how to behave and 
how to tackle those problems. So at the start we go by there, but then as things 
come up we have those little discussions as well. So, it’s a bit of both I’d say. 
4 Are you aware of the following five internationally 
recognised core social and emotional competencies for 
students: self-awareness, self-management, social 
 
2 
Grace: “I was aware of some. Like self-awareness and (cough) um relationship 
skills but I, I didn’t know there were five.  
Sophia: “I didn’t- like you said, there’s five internationally recognised? No, I 
didn’t know that.” 
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awareness, relationship skills, responsible decision 
making? 
5 Self-awareness has been defined as: identifying and 
recognising emotions; recognising personal interests and 
strengths; maintaining a well-grounded sense of self-
confidence.  In what way do you assist students to 
develop this competency? What behaviours do you see 
from students which could demonstrate their 
development of self-awareness? 
 
2 (a) 
Grace: “building their confidence up so catching them when they’re doing 
something great …. letting them know that they are good at it …. was very 
withdrawn um wasn’t coming to school much, now she’s started coming to 
school a lot more …. ‘look at this fantastic work you’re doing’ and ah and now 
she’s able to come up to the front and share things with the class where she 
would not get up at all at the beginning of the year.” 
Sophia: “It’s just taking the time to sit with them and ask them sometimes. It 
could be something as simple as like we did today: What are you going to do on 
the holidays? And getting to know them a bit that way. Um, so that’s like-like 
get-getting to know them to recognise their emotions sometimes it’s as simple 
as reading it. Like looking at when they’re angry and upset … they’ll tell you 
like … will come and tell how she likes to do.” 
6 Self-management has been defined as: regulating 
emotions to handle stress, control impulses, and 
motivating oneself to persevere in overcoming obstacles, 
setting and monitoring progress toward the achievement 
of personal and academic goals; expressing emotions 
appropriately. In what way do you assist students to 
develop this competency? What behaviours do you see 
from students which could demonstrate their 
development of self-management? 
 
2 (b) 
Grace: “you can tell when the students are struggling with things or they might 
even say ‘it’s too hard…I can’t do it’ so it’s just getting down and saying ‘let’s 
do it together, let’s work on it together, nothing’s too hard, let’s…” you know 
just to keep pushing through, we can do it, we can, like, you know bringing up 
persistence to keep going through ummm… I guess that, that would be in an 
academic way you know them knowing that they can do it, they can persist and 
it’s not okay to say ‘I don’t know’ or ‘I cant’, ‘Sorry I can’t do it’. With um.. 
like handling stress and impulses and all those kinda things.” 
Sophia: “We set little goals for ourselves and see what we need to do.  
well I always say to them …. ‘I don’t- you don’t have to get it right all the time 
as long as you try your best.’ ….  Like for me I think that’s really important: 
that they’re trying.”  
7 Social awareness has been defined as: being able to take 
the perspective of and empathise with others; recognising 
and appreciating individual and group similarities and 
differences. In what way do you assist students to 
develop this competency? What behaviours do you see 
from students which could demonstrate their 
development of social awareness? 
 
2 (c) 
Grace: “so we might do a role-play …. how would you feel if that happened to 
you …. I have got a um a little boy in my class with a hearing impairment so he 
wears hearing aids…he’s not really isolated because … I think they really 
embrace his difference.” 
Sophia: “we do a lot of talking and, you know, just yeah. Yeah, just with that 
beginning of the first week or so we talk about how we’re all the same; we all 
have feelings. Um, we all need to recognise those so that when we’re a bit upset 
with one another just to back off and give each other space but we’re all the 
same, doesn’t matter about the colour of our skinthey’re aware that he needs 
that-that help every now and again and um, they really- it’s quite nice to see. No 
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one’s told them that he- they just go. they do keep an eye on one another. I think 
that-that’s being that they’re young they do form those bonds but they really do 
help out  
8 Relationship skills has been defined as: establishing and 
maintaining healthy and rewarding relationships based 
on cooperation and resistance to inappropriate social 
pressure, preventing, managing, and constructively 
resolving interpersonal conflict; seeking help when 
needed. In what way do you assist students to develop 
this competency? What behaviours do you see from 
students which could demonstrate their development of 
relationship skills? 
 
2 (d) 
Grace: “really having that time in the afternoon and talking about our day 
sometimes I’ve had a um, a sharing circle where the students, we’ve got a 
sharing friend and you hold that friend and it’s your turn to talk and you can talk 
about things that have happened in your day- a positive and a negative and when 
things come up in that about oh you know, ‘someone won’t play with me’ or um 
‘they said I couldn’t play this game’ I think then it’s talking about well this is 
the way we should interact with each other, this is the way we should speak to 
each other …. learning by doing time which promotes cooperative play …. 
incorporate turn-taking …. just being friendly 
Sophia: “…. You’re good friends, I can see you have a great relationship, we 
don’t talk that way”. So giving them that guidance …. But, I try to encourage 
them to handle these situations on their own too, not just run to the teacher 
every time they need help …. we have those kind of discussions.”  
9 Responsible decision making has been defined as: 
making decisions based on a consideration of all relevant 
factors, including applicable ethical standards, safety 
concerns, and social norms; the likely consequences of 
taking alternative courses of action; evaluation and 
reflection. In what way do you assist students to develop 
this competency? What behaviours do you see from 
students which could demonstrate their development of 
responsible decision making? 
 
2 (e) 
Grace: “if a child is choosing the wrong behavior they will go to time-away and 
it’s only for five minutes and I, and I try when I bring them back to the class to 
have at least two minutes with them just to sit with them and say, um, you 
know, ‘what is it you’ve done wrong?’, ‘why do you think you’re here?’, just 
the normal kind of- having that reflection time and it think about it …. 
having that reflection time and-and at the end of the day when we talk about 
what’s happened in our day.” 
Sophia: “we’ve got the circles around the school …. you need to really think 
about that now so you’re going to miss you on five minutes of your play 
because I’ve had to tell you the last three days to put your hat on when you’re 
playing. we’ve got the circles around the school.” 
 
10 In what ways has the development of Social Emotional 
Learning skills changed the atmosphere in your 
classroom?  Are there particular activities or 
environments that your students engage in, where you 
notice more significant changes?  If so, what are these 
activities or environments and why?  
 
3 
Grace: “beginning of the year there were lessons that I couldn’t even touch 
because we spent so much time lining up outside or so much time getting quiet 
on the carpet.” And “most days just go … through sessions and it’s good and 
sometimes at the end of the day they’re like ‘is that the bell for lunch?’ and I’m 
like, ‘no that’s the home bell’, they’re like, ‘wow!’” 
Sophia: “they’re a little bit more… out of their shell really and more 
comfortable with me” and “they all get along generally really well” 
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Themes: 
1. Perceived understanding and importance of social and emotional learning competencies 
2. Development of social and emotional learning competencies 
(k) self-awareness 
(l) self-management 
(m) social awareness 
(n) relationship skills 
(o) responsible decision making 
3. Changes to classroom climate 
 
Grace, School A 
Sophia, School B 
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Appendix Q Year 2 students’ social and emotional learning survey data Time 1 and Time 2 
 
 
 
